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T ?REFACE

°

(In this monograph the authors have attempted,ta.giye meaning
/

to the -.

concept of competency based_education (CBE) when applied to elementary
and secondary schools. An effort has been madeto. identlft the defining-%
charaCteristics of competency bated education/, its enablimg!characteristics,
and its unique characteristics; and to spell'out the assumptions and

-
tationaie underlying. the competency based education movement. An effott

"has alio been lade toLdifferentiite competency based education froM re-
lated educational developmtpts; for example'? mastery learning and.per-
formance 6ated learning, and at the same time to show how CBE incorporates
these developments. Finally In effort has beeh'made!to spell out alterna-
tive models of competency based.edOrtion artd to estabrisn frameworks for
making decisions about the design and impleme Cation of competency based
progi-ams.

In all this we have been on essentially undiarod ground. 4Aork in
the area,of competency based teaser educatiorn has helped identify %any
of the critical issue,'-and has language for Many of the con-
ceptstijat have evolved., In additiont,to drawing upon thework that has
been done in;teaaher education, we have relied heavily on -the fledgling
'literature in competency based education. Most.importantly, however,

''we have relied on the ideas shared in a three-day conference conducted
,by the Northwest Regional EducatiOnal Laboratory. The, aim of that conference
was to identify and clarify the issues involved in competency based
'education as it applies to schools. The tentative definitions and
agreements reached during the course of the conference 'constitute much
9f the conceptual structure reflected in the monograph.

This draft\of'the monogiCaph.is a working draft. As yet itThas been
reviewed only by project staff. Plans calls for abroad revi of the
document,.however, and for its evolution through at-least one a itional
draf Through the course of this review and,reformulation, ma Of' .

the co eptt now advanced will be refined or simp'y discagded, and others
will e rge and be developed. The organization of Zile monograph undoubtedly
will a o change. It is hoped,however, that what has been written witr
provi a useful basis for, informed and constructive reviews.

t, the concept of competen0 6ased education fs.complex,'and thus diffi-
cult to define and describeo byt there is contained is the concept a

-visitlfbf an approach'tescheoling that pay in time permit schools to,
be _able to do what they.have Fongbeen designed to do.. It is this promise , -
Of competency based education that has prompted.the monograph to be :
written.

.vi
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OVERVIEW
-

Part I defines competency,basededucation (CBE), makes explicit the

'assumptions on which it rests,, and traces,the concepii ang practices from

which.it has emerged. CBE .is defined'both formally and operationally,

and the concept of alte nativ,,partial, and approximate models of CBE is

examined: The parallels between competency based edUcaticin and Competency

basedteacher education are addressed.

In-defining based eqUeation,attention is drawn tp the"

variety of meanings that have been attached to the concept, and, more
,..,

., t ,

seifundamently; to the meaning of coMpetence. The formal definition

eroposed for competency based education is
. ... ...

) . '.
.

4
".,.a process that facilitates, With a known.-degree ofs

the attainment by learners pf:i specified level of per-/
formance on desired dIttcopries, including the ability to perform taikt

,related to success in job or life rotes."
.

The operational definition oroposed'consists.of a set of dTtining charec- /
.

teristics, a set of enablieil Characteristics, anda set of unique cha.raoller-
,

..

. . Omk
istics.

4 1
/

After a review of the assuMpt.ionsuriderlyin4 thesA characteristics,

Part I closes with a review of some things CBE does not assume.

N .
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CHAPTER I

COMPETENCY BASED EMOTION AND THE PlitOBLEM'OF DEFINITION

In.a discussion o1 competency based mducation, two-defkini
questions arise: what is the meaning of competence, and°What is e
meaning of competency based,educalion.-14n the pages that follow bo hare
defined in general terms, and are referenced against related conc4pts in
public )sc ooling and teacher education. An operational definition of CBE

401is Pies ted inChaptar 2, and alternative models of CBE arg exanlined in
Part Ill.

ona 1

'The
.

Meening of Competence :.,

In everyday, man -on- the- street' `terms, competence signifieAthe ability
to do something weil." Ordinarily the "something" refers to a job or a
complex task--for example, the ability to manage a owsiness or a farm;
the ability to function as a scientist or a surge n; the asBility to play .
tennis or chess. This everyday useof,the termlis tonsistent with its 4

dictionary definition: "Means 'sufficientfor the necessities of life;
..-- fitness". Syn: Able, sufficient (Webster's Seventh NeW Collegiate

-

Dictionary,, 1971).
.

6
,

i
'"/ ." .

. Unfortunately, the relation to "the necessities of life"' or the life roles
aspect of this general definitiqn of competence has not been consistently

.

maintained by persons milking incompetency based education. As applied
4n CBE, crpetence has oftenbeen equated At performance,without regard
.ft5r what is to be performgd,_ This hai led to the designatioh oPessentially
any desired learner outcome as a "competence. Such an approach to the
definition of competency can be thought of s the "if x can clo`y, there

. y is any desired outcome Of schooling, then x is competent" approach.
Accepting such a definition of competency leads one to view competency based
education as little more than performance basid education or'mastery lgarniog,
as discussed in the next section. Defining competence as synonymous-with
any. performance affected by schooling, therefore, robs competency based

. education of its uniqueness.* It ignoresthe public and educatiorfal
forces seeking to give education accountability, and to invest high r

school graduation with meaning by insisting that at a mini um, graduates

i
demonstrate abilities to function in key life roles outsid of school--how-

. ever far their learning potential carries them in the att inment Of other
traditional and non-traditional goals of schooling.

.

$ _1
;

0
Gale and Pol11475) support the inclusion Of the notion of relevance

to functjecling effectively in life roles outside of school in the definition
of competency.. After consulting a number of dictionaries, within a wide

, variety of disciplines and in five different languages,,thele authors
concluded that a temarkably consistent and commonly held set of definitions

. ilk
I 4

*See aapter 2'ior a more extenitive discussion of the unique elementi of.Cip
0. %. .

4
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exist with'respect to the'tera. Thgv-i' rizefRein conclusions as
'1*.e. ' .)-fol lows: ' *.*--. ,

.

,

Competende, by definition; istied tck
.

a position .
. - .

15r role. The ligaturei binding the two are abli- , ,

Mei, knowledge,.skills,,udgmen, lattitutespqn0
valu s required far successful .functfoning the posit
tion role. That i ossessions ofehe critically.
reqUired abilities, k 4dge, judgment, skills,

- attitudes and values- -,4 proficient use of the
" same--is what yields etence iti an inliividdal.w . .

4..
.

Gale and Pol define competence formally as "...the quality of being
functionally adequate in per-forming the tasks and assuming the roll of
a' specified pRsition with the i-equisite iWge,,,abi 1 rty, capabty,.
.skill, judgment, attitudes and values." Itw.21T tompetence, then, maybe
conceptualized interms of several interrelated part14. A competence to
be demonstrated is.stated in general terms, and referenced,to a partituler
role or positioh.As suchtuthe term coffioltence'is not used synonymous4
*ith the knowledggs, skills, .and attitudes that are gxerciskd tO perform*

,..-coppetently. These stlould be.treated either as enablers of competente,
°or as other kjnds of more general outcomes desired of education. ,

,

,

Because it included the dimension of relevance to funttioning in Me-
roles, tke definition of competency proposed "by 'Gale..and-Pol end'adopted
here opeAs the way to the unique and challeng,i.ng definition of.competency
based education develop in the following sections.

.

.
....,

.
,.

.1i.The Meaning of Competency Bald ,Educatin
.

As noted in the previous:Section, one vi
defining compete-rite as equivalent to the achi
outcome in education.. From t5is point of view,
is essentially equivalentto performance based-
learning.

of CBE begins by
vement of an1pecified

,

competency based educa ;ian
educativn or mastery

. 14 ,

Writing from this 'orientation,Houston and Hoiam (1972)identified
the essential characteristics of competency basell,initruction;

Two c4racteristios are essential to the concept.
of competency-based instruction. -First, precise learning '.,0
oi4jectives--defiried in behavioral and assessable"terTs7-must.
be knOwn to learner and teacher alike. 4bmpetenty4based
,instruction begins with identifiCation of the specific
competencieT that Alp the objectives of ,t.he learner.
These °electives are stated inbehavioral terms. Means
are spetified for determining whether the objectives
have been met. Both learner and teacher are fully aware
of the expectations 'and of the criteria for completing the
learning effort, From a variety of alternativ.e'learning..
acillyities, those most appropriate to the specifkc objec-
lives are selected and pui-supd. In contrast to Much
traditional instruction, the activities are Viewed as

4111

12
3,
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-, means to a. specific'en4; -Neither, teacher nor -, .

learner .is permitted to View the -activities as
the objective of the learning eiperience.

is , . The second essential characteristic-is
accountabi1 ity, The learner knows that he Lt..,
expected to demonstrate the specifi-ed compe-
tencies to the required level and in the

, agreed - pon mariner., He accepts resPonsib i 1.-i ty
and, expects.'tobe held accountable for meeting
tfie established' criteria.. ('p. it).*

,,. .
+4,More recently '(1975)i -Glick; Henning and - Johnson detailed this priess,retaining its ssential featur es;

.
''1 1 .

:at ,
'``:-.f.Y.,

et.

1*-
.

11

Analyze the:__...1 Assess student State perforolince ,,; Preassess
environment ; needs 1 objectives' objectives

!

-SeleCt
instructional
'strategies

;Evaluate

figure 1, =fhemodel .of a,Competency Based Instruction System
as depicvd by Glick, Henning and Johnson (1975).

'-

Three additional features 'of ,competehcy aced, education and, titacher-
education are seen- br`rnos.t vtriters as 4Ecomp !lying this Assenti-al ripstery
learning" model.. These are (a') aCri terion-r fereqced approach; -t0 the
measurement of .learrbirri outcomes;- (b) the i dRildual ization or'persoria-

tion of'the'instru4ion-learning proces rand (c),the viewing of .the
ir'Tstruction- learning process 'for each stud nt, and otthe intpttuctional
program as a JtOle, 'bs. reflecting a `lyst ms!' _model .
these ci,11,cepts dealt with separately 1 the paragraphs that follow:.

Eat'lv

'When" added to the baiIc .mastery leai-ning el they J'epresent an
approach to the knstructi.On-learninq-eval ation process which is marked4
differpt from:that typical in today's schools. Glick, Herininrj and

',Johnson (1975) have summartzed these differences.,
I

,

13
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CH/RACTERISTICSDF INSTRUCTION,
WARNING AND ASSESSMENT'1N
\TRADITIONAL SCHOOLS

The-content of the curriculumis
selected by the .teacher and pre-:
rented too the students.

2. All students are expected to learn
the key. concepts and facts presented

,within the same time frame and...using
the ,me basic materials.

Ob

an

b

ectiyes are general in ature
meant to guide the t acher.

4
4. Evaluation is norm-referenced

Individual ltudent performance
is measured against the group.

5. Teacht is applied in a uniform
manner to all.students.

a

CHARACTERISTICS 0 INSRIUCTION,
tARNING AND A SESSMENT,IN
COMPETENCY BASED SCHOOLS

1. The content to b learned is de-
veloped and sequ nced by the
teacher in term of competencies
tohe mastered y the student.
The indi-vidual/ strident may,
however, be assigned certain
competencies to develop; or he
may select competencies of
peesonal interest.

2a.The student learns at his"own,
rate and motes on to new ma- .

terials only when he has mastered
thekcompetencis in the unit.6.
preceding.

2b.Based upon individual learning
style, the student is assigned,
or setf-selects, materials and
instructional settings tb der
veigi> each competency.

3. Objectives are stated in per-
formance terms, written in
language that the,student can
understand, and shared with
the student.

4. Evaluation is criterion-refer-
enced. Individual' student

peliformance is measured against
the criteria stated in the 11
Objectives.

5. Teaching is varied according
to the needs and interests
of the individual studedt.

*

.f

Cniterion-referenced evaluation. The conceptof criterion-referenced
measureint (CRM) has accompanied the competency based education movement
front the outset. In par; this stems from the ,c)ose association of CRM
with mastery and performance learning;,in part'wiIth the'groWing disenchantment

a

1

5°
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of parents and educators w10 traditional, norm-referenced approaches
to the measurement of achievement; and in part withlhel4pgical demands of
the conpt of competence, and the,need to recognize the'existence of
competeriCe througb some specific means of certification. If.an educational
prOgram iis to promote student competencies, and if the program is to attest
to each student's competence, criterion- referenced measurement seems quite
appropriate. As Houston and, Howsam-halp put it

.
. .

'"...the focus for evaluation or accountability (in
competency based education) is shifted to the indi-0
vidual's attainment of a set of objectives.. He no
longer is judged by his standing relative to'the
perforMance of a group or of a test population, In

other words, this approach is criterion-referenced, t

in contrast to the norm-referenced approach that has
4........s.,, been emphasized throughout much of our educational

history (particularly during the life of the testing
movement).. The learner's achie4ement is compared with

' the stated oCtctives and the specified'criteria;
the achievements! -of other students are not relevant
to the evaluation.',' (p.14)

.

The Personalization of the Instruction-Ciarning Process.

A11' wri ers on,compefency based educ'ation and competency.4sed teacher,
education h e added to the mastery learning model the concept of Individu-
alized or ersbnalized instrUction. In the narrowest sense, this means
that time is:treated as a variable in the achievement of the outcomes desired
from instruction (Eisele and Walvereonqii975). In the broadest sense,
it includes an option for students to negotiate the outcomes desired from
instruction, the indicators, by which the achievement of outcomes are to
be evaluated, and the lea ing activities to be pursued in working towards
negotiated outcomes (SchaJock and Garrison, 1972).

The addition of time criticalcal variable id the instruction- learning l'
process isga mcessary accomp ment to the mastery learning' model; if
specified guf4omes are to be achieved by students who vary widely in4abil-
ity and background, varying amounts of time must Wallowed fOreoutconiii' .

to be,met
t The broader interpretation of ipdividuaVizing or personalizing

instr ction recognizes that. individual differences,in students extend to
the eed for variation not only in time, but in learning' outcomes, and in
learni activities that lead to the achievement of outcomes. It also

rig

recogn zes a philosophic commitment to the importance of nurturing, as well
as bui 'ding upon individual differences in instruction; to the need to com-
bat politicilly the perception of'com'petency based' education as a* mechanistic
system that produces Students who know the same things and,act in, the same
ways; and to,the recognition that defining competence in terms of the per -

f,-" formance of tasks in job- or life-related roles requires that competence,
be demonstrated Idios/ncratically, and'that instruction be sensitiiive to
iqOividual,differences.

1 VieWing the Instruction-Learning Process, adirthe Program Improvement
Process, According to the Principles of Systems Theory

For a wise variety of reasons,*the mastery learning model central com-
petency based education has, from its inception, been viewed within the broader

6
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- frameworof systems theory. In part th- is reflects an into est in,systems,
theory held by educators iR the late.1960'S who viewed-it a way of im-
proving the educational proCess. In pa'rt it re'fl'ects the r cognition
within the mastery learning model df, the weed for students o recycle
through as many learnihg experienpes as needed until.mastery is reached.
And in part it reflects the growing sophistication in the rationale and
methodology of prograin evaluatidn protedures'that view at least the forma-
tive evaluation process as one that facilitates the continuous adaptation'
and refinement of an. initrectional program on the basis of iystematic
feedback on program tffectiveness. This pr'ocess of feedback makts the '

competency b 'er,d approach to education dynamic, and open to Wional
change: 'As uch it is 'One of th most basic an4 most powerful character-
istics of a competenPy based mo nt. The general representation of
this proces is shown in Figure P.

11111

Figure 2. The Selfsrenewing cy e of a systematic approich to
instruction and 'pot ctionpl improvement.rc

Essentially all writers on competency based education and teac hers,
education agree on these basic characteristics bf.the*concept.- Thert is
less general agreement regarding a number or other characteristics associ-
ated with competency based education, however. These include such con-
cepts as task analysis, the modularizatioofi of instruction, data based.
'decision making, community involveme6t_in goal setting and instruction,
a consortium based mode of operation, use of instructional technology,
and 44se of goat based,managementiand resourceellocation procedures. As
with the basic characteristics, different writers have emphasizedvarious,
concepts in different degrees, and with.differing views regarding how
they interact with the basic features outlined above.

V These differences have added ail element of uncertaintysometimes
bordering on confusion, regarding what is meant by competency based.
education. This havled Howsad to propose a three level framework for
viewing the nature of tEli, HocAem's framework is Composed Of three con-
centric circles. The inner circle represents the 'Competency based instruc-
tion - learning prOass; the intermediate ciribiltepresentt the criterion-
referehced, personalized and:.,Systematic design' properties of the- model;
and the outer circle represents such characteristics asoal Set-

,/ tang procedures, the joining of institutioms ang'agencies for the
operatic)* of a competency based disrogram, and the use 9f goal based
management and resour e.'allocation otedures: 4iowslp identifies
these three circl respectively, as essential features_of

7
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CBE, the enhancing features of CBE, and the enabling features of CBE.
His three level representation'is shown schematically in Figure 3.
Liberal use is made of this framework rn proposing a slightly different
View of the defining features of- CBE ln Chapter 2.

; a

WhiAbe Howsam's'conception of competency based education 'reflects
accurately the position of most writers in the areaOf eompetencybased.
education, and bybost persons responsible for the operation of competency
based education and teacher education programi, it-does not deal squarely
with the issue of competence as it has been proposed'in this monograph.
kowtam's conception, like that of Glick, Henning, and Johnson, is essentially
a mastery learning.conception-rather thairi'a competency-conception. Howsem =,
and others would argue that the mastery learning framework does not preclude
the kind of learning outcomes Balled for in a competency based, framework.
While this i,5 true, ,the,mastity model does not direct atten14 to such
outcomesi.anC as a cOlisequene, most competency based educat ortand
teacher education ppograms wirto now have defined competencies
to be demonstrated largely in terms of the knowledge and skills
merely thought to be needed to perform job-, or life-role related -

tasks., While there Is nothing inherently wrong with such an approach,
it-ti -hits the kinds 4f .eyidence available for certifying the ability
to perform role/related tasks. Moreover,'it does not force programs
to-face diseisment and organizational demands that come with taking
the proposed definition of competence seriously. This occurs even though
the knowledge end skills to be mastered may be derived systematically
from an analysis of the tasks to be performed in a job or life role.

.Fortunately, some existing models for viewing competency basededuca''
Aim and teacher education are consistent with the proposed interpretation
of competence. ProVams_reflecting these modeli have been implemented,
or are in the process of being implemented. 'These are the ComField Model
for the preparation of teachers tKe acronym stands for competency
based and field centered) that has been developed in the Northwest and
tested most thoroughly in Oregon (Schalock and Hale, 1968f Schalock,
Kerspr and Horyna, 1970; Schalock, Kersh and Garrison,-I976;',Schalock, 76;
Garrsw and Hiatt, 1976); and thedkregon Model for Competency Based
,Education.in Elementary and Second Schools (Hall, 1975; Fairbanks an
Hathaway, 195). Both the CornField Model and the new Standards for sch ls
in Oregon interpret competence to mean the performance of tasks in-job- or
life elated roles, without in any way limiting schools or students to th
attainment of a minimum, essential set of outcomes. Both have also
adopted a set of Operational characteristics that'cause teacher education
And schooling in Oregon to reflectessentially all of the characteristics
outlined in the Howsem framework. As a consequence.of the, meaning given
competence, however, both teacher education programs>and, schools in Oregon
reflect subtle but funcjtionally important differences fromthe Howsam

-framework. These diffetrences constitute the basis'for the formal definitio
Proposed fOrcompetency based 'education in this ' monograph (see pp. 11,and
12 ),A and, the basis for,.the operational definition proposed in Chapter iv..

The essential feature the ComField Model are outlined on pp. 16 and U.
.

The Fairbanks- 'Hathaway document has-been prepared in conjunction with the'
present monograph and should be read in conjunction with it.

. .

. ,
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411oncepb and Practices -Related to pomp
C.

-7

z

yOBased Education

A, number of ea'ficepts and pfi''e ices that are retati ye) y we 1 1 knoWn
lf . in education today; and that al`e central to the coricept of -coppetency

blsed education, hilve-alreidy been discussed. TheseNiiiclude the 'concepts
of mastery learning, performance, based et:facet ion, the int!! vii.dealtfiat ion.

ar or personalization of instruction, the' recognition of time as a aritccai .
.1..*1'i vari.abi in learningthe Use of' criteriorweferenced measure .tci' aSaares .

,
--4, learning outcomes, the 'appl ieat rod old systems thedry.irrz the, ,dies i6n and

. .opera on ,of educat i on, programs , goal based managemeflt Srr'rrnanagement by 1-
object' es, the, al location a reloOrces be the basis` of blijectives (program
planAing and bOdget trig sys teen) ,.and-thecd4welopment, atd.operatiots Of

oaducat tonal prograMa, thrbugh,, a consort i?mtof lilab I tut i Ay and igenc Lea'. #. ; 1
Other tancepts and practices' that asiumeACarttral pface incompetency r-
based educati9n, e tlieras pre,cuescirt or clotely.,relat developments; t . ,

.

i noiude.the behavioral objectives movernent;',ithe progr d -imtraction.
movement; the modularization of insimidtion;' the mdve o ,-involve arents
and members of s--communi t$..ein. proqram planning- 11d ,evaluat i ori ;.. the .1,dea

* of communi%y based educat rod; the idea! of'domaii;r9referecnced asseSiMent. as an extensiotl of critecrerrrefenencel aSSessment'; the concept df ..: .'''./' functional 1 i teracy; task onli is i s techniffues as .emeans of idiririi fYi ng do .
the knowl edges and 'skills assumed; to lie neededto perform a t sk;: the

. provision- of feedback 19 4. elation tot perfOrMatice- Its*.a c r i pi ta1 variabile
Ln learning; apcitude7tireatmep interaction, 'researlahas e,baii s for *
improving the-TnstructTon-,teening proceii;. individisillly gi.ridethiristruct* tNn; .,,tonticlubus;brogress learning; 'and the variety of meanings gyven,to .
th 'Concept.; of. school .accOuntabi 1./ ty:i. The mjanner -in which,competency based .

education. accomodates these -var ious icencepts4s deal t *wi th i nn iChapter 3,. ,
' and the chapters appearing in Part 1114fof, the monograph.., , .,

. '''' ;.;!.. '
I.

By in` corOratthese various concept, and 'pr'actIc ,s Competency
baseg educatoidri simul'tane2usly provides::a 'much heeded' service, to .; , .
education and an invitation fol the educat total -;_comisitnity to bt.sitspi-clous '
'of the idea. ,,The service comes ircini ,sefi n I n9 In approach to, education .,
that' makes integr'ated ,use,orthe best, that akicat id,n, hasto offer: 'at' thi s A

time, both conCeptual ly, and procedural ly.,.',Wiqhip,' the Coneexto7 CIE , , for
,...-1 example,the ideas ofemasteri ,learning; Crkteri n-refenceemeasirrernent,

-and. the ,personal-izat ion Of the Oimstructionlearng. process,,-become not only t ,

compatible, eut 'necesiary-,parts, of the-whole. I The,' basis_ for suspicion-
. c`ries with' ttle'-prestiMption thit such artist of,,concePts And practices (cari . ,

be integrlated. into a sensible whirle. .." Whi le such 'a response is undersa'ndabl.e,
and in general should teteixouraged, . the position taken in,the present "' ' ,

/ monograph --is that CBE does make, Integrated sense of such a list, and p `' -4
,fact IPUtS these various concepts,and, practices together- in, Such a way'( ,
that the potenri al of competency ,based education' far exceeds the poten) ial"
of arty one of "the concepts, and practices that it eomprisei. ., e

. ,
'''' f. - r'In this regard, otteparticularly, attract i ve feature a the' tothf:te--,.

tent' bised movement is its responsivenes-s' to the clincept of school
accountability, and tip 1,nterectibn of, school accountability with i
accoUntaiii 1 i ty,on the port o.f stu nts 'and teachers Within sctiools.. The
particular mix CBrglves to the i as' of mastery learning, the personali-
zation, of instruction-and 'esilest" of within thre contiiit 'of mastery learning,and the -press for at least a minimum set of"outcoTee of sChobling thatare : :1,10,

.,- .4 -,... ,.
1
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tied difrectly to per?ormance i out -of- school .contexts provides the
_

,

basic Ingredients needed f9PIa 'approach to,accountability in,schooli.
When then are'combinedwith t e concets of'programadaptat4On and im-
provement through tht application of siAtems design principles, and the
linking orresourtes to outcomes and program improvement actigities iden-
tified on the basis of outcome achievement,JBE is able to Altai with

'the various aspects of accountabilrtY dis.ectly and effectively. .

---- ,

''. A Formal Definition of Coinpetenoy Based,iducation
2.

, . (`- ,
. -,

f ih its, simplest form, using terms only suggestive of its ful l' meaning, -. 0

OBE might be defined as
..

. .,

. .
z '

a. ,

"...a process that facilitates, with a knowdegree of
effectiveness, the attainment by leargers 'Of a specified
,level of performance on desired outcomes, including the

'-

ability to perform tasks related to success in job or .

life roles."

)

MA), ihings are not made explici y such a definition. or ekam ple,
How are the competencies to be a ned by learners Who have widely varying

40.ntereets/ind abilities? Wha asks are to be performed-for what job- or
life-r es?- Where and how the ability terperfOim such tasks to be
achie d? )hat is to be accepted as evidence ofthe_ability to perform'
such tasks? NoW is the demonstratiop of such competencies to be certified?

".' How are such competencies to(be'integrated in. the total, goal structure of
the schools? - _

;
,

1

.

. Bulgy leaving such oueitions unanSwered is(probably appropriate.

Matteet of this(kind should be determined by individua) communities, and
worked out between individual studgnts and faculty members with,ih: schools. '

.
,

'By contrast, however, many thirngs are made 's'pecific by this definition,

-Lr, desired lrning outcomes.,
i.iirt signalsII signals cOearly,' for exaM, that CBE is 5,cOnthmously adaptilikiptoceds

4With known retability in p
-that At least some of these outcomes perteim to.theistudents' abi!'itY,to

perform tasks that are defensibly relleted'to out -of- school job- of life-roles.
And 4t signals that the poacess be continuously adaptedonthe basis 0,_
the success with Arch students.achieve the outcomes desired.

;

I *
1

. .i

All of these Implications riflectthe tdftal dependence ot,tich.an
. approach to education on the systematic collection anduse of i formation J

OnvItie effectiveness of school programs (the ;dotes, of all,stddents in
eath progr and the systematic coljection and use of informattion on
thy succesrereach student in each sirrogreM in;rhich he,or she is'enrolied.t, Qt,'
They also rmply a commitment to successful leaPhing on the pt of all .

students*in a school, not just a high percentage of students('` Asione
superin,andent of a large urban district recently Out it: lEducators,
have never accepted the resporisidifliiy of achieving success Ovith every ,
student. That's a tall order. Aio I believe the onlywe, we ddevelop.
that, institutional frame of mind is-by'saying that'S exactWwhat we.are
going to do" (Robert W. Blanchard, SupePint'endent, Portland Oublrc SchOols,
in: "Change and Cliajlenge for Education in the 1970's", p."2\).

%.
.

Again, how all these things are to,be done -Is a matter, f r Individ9af
communities and schools to determine.'. .-Ite power of ,the defin tion r

A

4, 4 0
A

V



. .o

.

.)
4

,

.
g

in, the fact th4, if they are done, by whatever me s, an educational
program will be competency haled is the fullest sense of the term

. . The' operations outlined in,Chapter 2 are an 'extensioT of'tis formal
definition, and rep esent a first- apprOximation to the Various processes

. that must be cilr ed out to implement such an approach to education.
,

.
...

"

The Implementation of CompettnCy, Based iducation, 1975
1--

,

,

For all Ihe intereftiin competency based eduCation,there are only
. a few kn applications ofithe concept to the design and-operation of

ongoing chool programs, The Diocesan andpubjic schools' of Toledo,
Ohio, wgrking in cooperation with the College of Education at the driiver-
sit); prioledo, have managed to impleitent alterriative competency.
bated Programs thatreflect4e Qhio legislatures recent mandate 'to.0-
increase systematjc,educational planning at the district legel (Uti,
et Al., 174). The Palo Alto public-schools are Also in the process of
,impiementing'a CBE approach to the ifistruction-jearning process (personal
communication), and ail school districts in'Oregon are proceeding to
implement'the coolieney based approaCh to elementary and secon4ary
education'that is now required in the state (Fairbanks and Hathaway, 1975).

Thre seems to beAore,involvemeet with the' idea of competency based
- education at the level of state departInents 0 education and state leirs-
-latures'than at. the level of individual divOcts or schools. In addition
to Ougon,at least two other states, Caltfornia and Florida, have adgpted
proficiency examinations as' a as0 for hig school graduation. Pennsyl-
vania'is in the process of testing a series of community centered apdfoathes
to competency based education that are being examined as possible models
ttifo+ la which,to impfove the nilapty of education within the state asira''
wnoleT 1

In tgeseand other states--such as Hawaii, Mtnnesota a d
4.

"pbtence is bel^ng defined ,in applied performance terms. As consequence,
malkleiliWcompetency based education are being tested'th go beyond
a traditional-Mastery learning model. Each state cliff s, however,'
in ifs partlicular interpretation of the meaning oaf c etence; therefore,
a variety o competing models areln fact being implemented.

. .

v , -

_ /? A number of other states are actively Ciisedlising the whole idea of-,

competency based education, put-are doing so thus far primarily in con-
. junction with the development ,and- implementation of statewide assessment
,programs:' New York; Georgia, Michigan, Alaska anOliashing4on are in this
stage of develoOment. .Alaska is also in the process. of identifying ,dis----
tricts that would be willing to serve as test sltes.for the implementation

of a competency based 'approach to edycatlon tailored along the lines of
the prOgram adopted in bregon,.

.

It is too early to tell whither the
will= be a lasting one, or whether it too
more thah a passing fad; It is' too soon

education, once implemented, will make 'a
education children receive. The breadth
apparent responsil.enels he'varCous p

21

Idea of competency based education
will be seen In a few years as no
to tell whether competency based

'difference-1n the quality of
of the concept,' however, i

repsures coming fo bear on

12
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education, and its'mechanisms for adaptation and change suggest that it
Will be longer lived than many other innovations ih education.

On the other hand, the comprehensiv ess of the idea, and the nature
of its mand on the organization and operation of schools; may defeat
it before it receives a fair test. Notschools in Oregon, for example,
as yet completely reflect all the characteristics called fpr in the new
Minimum Standards. This should not be taken to mean, however,that schools
will be unable to implement the Standards,' or unwilling to try to
men,t. them: The Standards have' been in existence for only a year, and the.
sche ule for their im 'emanation does not go into full effect until 1980.
On t e encouraging si ,most schools in Oregon have been able to implemen
to a reasonable degre the high school graduation requirements that are
now a part of the S ndards (adopted by the state in 1912)'and tbat are
to apply to -the graduating class of 1978. While the competencies to be
demontrated are in some cases less pow4gful than desiosed,.and the measures
of are in some closes relatively unSophisticated,an appt'oximation
to both exists in essentially all districtsin the state. Increasingly,
the instructional iirograms,record keeping, systems and reporting forms

' needed to sUpport such an approach to graduation are becoming well esta-
'blished. -'

t
4*.,

As yet there is no reason -to believe, based on Oregon's experience .

with competency based education, that anything other than politive
benefits will be forthcom.ing. To be sure there has been and rill continue
to be frustration, uncertai iy, and unrelenting demands on the 'time and

i

energy of school personnel o implement such programs, but, most educators
engaged in the process are f the opinion that it has had beneficial
effects on their communities, faculty; and students. The long term test
is yet,to come, but with the implementation of the. NIE sponsored program

......

of research and development,of which this monograph is a pa'rt The Oregon
Competency Based Education Program), the nation will soon have ieasoriably,
complete and unbiased evidence on both the shortiand longterm effects
of the Oregon experiment,i.n competency based education.

,

As in the case of Oregon, the experiende,of California, Florida and
Pennsylupia is too limited as yet to drawedriclbeans as to the-conse-.

quencesiff their respective experiments in CBE; or whether those experiments .ekare likely to e end and flourish with time.Because this he first year for,
.the administra ion of the proficiency examination in Cali is (it is'

.administered twice each year,-once in Dedeaber -and once in .dune) , no
evidence is available.on how well students do on the examination or how
it predicts success in out-ofschool settings. The National Institute
of Education is also following the results of the .balifornia experiment.
carefully, hoWe4er, and will be in a position to report the results of
-that icperi'ment. At approximately the same time,theY:Will be able to report

. the results of the Oregon experiment.
.

e
.

. ,
.

The Inplementatioq of Competency Based Teacher Education? 1975.

The concepts of competency based education have been arr;:on largely
from the literature_of competency based teacher education. In contrast
to competency based education, competency based tear,) er.education is wil4

. established as a concept and is being implemented in one form or another`

4

24?
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in the majOlity of teacher education institutions in-the enatiog. It is
Is° a concept-that has. had a longer existence than competency based

e ations,, and reasonably well coordinated dernonstratiorf.and dissemination, . act tiesNdesigned to inform_teacher education personnel about it. 'For
all o these reasons there it a relatively large literature collection
on competency based teacher education (see Appendix A,IV). More/important,
a number of alternative rpo4el.s of CBTE have been developed, arid are
relatively'welr known (see, for example, the tniversily of Georgia, the
University *Houston and the University of Toledo Models, as Well as the
ComField Model); a.numberof model based program% have been in optration
for a long enough period of time that evidence as to costs and benefits
is beginning to emerge (Hite, 1974; Schaltitk, Kersh, and Girrison, 1976);
d description; that document the nature and operation of several- such
grams are no4 available (Dickson, et al., 1974; Joyce et at., 1975;

Schalock, Ker'sh and Garrison, 1076). The origin of competency based
teacher education is well established, and can be clearly fixed in,Sime.

. In 1968, the U.S. Office-of Education funded ten institutions develop
ipnew models .for the pfewration of eleme

r. sotool persorel, iiii though
the language of.competence Aid not appea in All 10 of the models that
emerged from the effort,the models as group soon becage identified as'.
performance based-or competency biled models (Burdin and Lanzillotti, 4989).

Generally, these models reflected ih one form or another' he charac-
teristi cs of competency gased education identified in the three Level --
schema of Howsapi (see p. 9 ). As indicated earlier, howeyer, only the

. model developed in the Northwest (the ComField Model) contained from the
outset a.definition of competence dpnsistent with the definition proposed
in this monograph.

.

vs

Ill

The3first phase of the.eleientary models program covered a ten month _
period, yielding ten -paper models of hoW elementary teacher preparation

, programs might,be structured and operated to before effective andonore
responsive to the deMands of the'teaching profession thin they had in the
past. The second phase of the models program followed a year or so later
with the extension and refinement of the initial models, the develops nt
of detailedplans for implementing model based progrims, and the provision
of cost estimates for carrying out the implementation plan. This phtset
of the program also covered a ten month period-, and yielded ten implemen- ,/
tation plans and accompanying cost estimates.

When i4tial ly planned by the U.S, Office of Education,theelementary
models progrim was designed to support the developmentand operation of a
number of model based programs over a sufficiently long period of time to
permit.firm conclusions as tb the costs' and -benefits Involved in such

-programs. Unfortunately, as is often tbe case withw041 laid federal
plans, funding sources did not materialize; and the.U.S. Office
of Education, under the aegis of the National Center forthe Improvempnt
if Educational Systems', was able7to Prov-Ide only minimal support for those
involved in implementing model based programs. Spedifically, money 1,0g
made available to each institution that had developed one of the oriqinal

.14
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models (these i rsti tu tions came to be known as 4E, Centers) to inform
others about the models, and ti maintain contact with one anot er while
implementing,` refining,, and extending the-basic concepts in the models.* )

A. 'A number of'other activrties,were skOnsored by the.U.S. Office of
Education to test ,and disseminate the ideas about competency based
education thatcrerieconkained in the elementary Models,. These'influd,4:

Funding the American Association for Colleges of '

Teacher EducatrOn(AACTEJ-to establish its Commit-
tee on Performance (Competency) Based Teacher
Education to investigate issues relatth5; to CBTE
and disseminate information about CBTE in written
foem to the teacher education!communtty;

Funding the AACTE for the conduct of. workrops
throughout the nation on CBTE;'

40'Wunding the Multi-State ConsortiUm for Competency
Based Teacher Education as a means bf informing

, I state departm4nts of education about the movement,
and to assist them in implementing the principles
of CBTE on a statewide basis if so inclined; and

The decision on part of the Teacher Corps to require
all of the preparatory programs it.supportcd to
be competency baied in mode of operation;

Out of these various act- ivities have come the AACTE monograph onper-
formance based teacher education; the monthly newslet of the Multi -
State Consortium on developments within CBTE;',Ind nu us publications
supported by the Teacher Corps; for example, a report f forlow-up'

lap

.
, . .

*This grant support was maintained over a period of,three years (with-the
assistance of the Teacher Corpi), andlprovided the means- by which much
of the present literature on competenCy Wised teachereducatidn was
produced,: Major books and monographs that have grown directly or in-
direotly out of the work of the elementary models directOrs within the\
Centers for CompetenCy Based Education include the 1970 Spring issue
of 'the Journal of Research and Development-in Education devoted to a
descripTIFTYT the eiementarY modeTs and ,,their feasibility of implemen-,
taiion; Competency Based Teacheir Education: Progress, Problems and

` o Teaching Competencies (edited by Dodl, 1 72); Competency Based Teacher

Pros ects (edited by Houston Howsam, IV); the FloTTaT/ilalog ,.

Education: Problems and Prospects for the DicadeAhead (edited by Anderson,
Delfault and Dickson, Vol. 1, 1973); Comps end Based Teacher Education.
A' Systems, roach to Program design edit --Vy Cooper, Weber and Johnsoo,
Vol. 11, 1973 ; The,Power of Competency Based Education,(edited by Rorer-,
1973); Exploring Competency taspd-educatTo7leart73-57gouston, 1974); Y.

Competency Assessment, Reseaebb and Evaluation (edited by Houston, 1975);
Closing the Knowledge gi77-ercri7 rams As the Focus of lagpContext

,

For Research in Teacher- ducatipn Schalock, 1975T773Vernance Consortium,
. edited by Hansen, 1975 and Criteria for-Evaluating Com etenc Based _

r Teacher Education Programs (edi;ed by °Houston, Johnson and Burke,1373).
/

. ...
2.
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research mit the effectiveness of Teacher Corps training programs (Marsh,
1974) and a report on the utility of CBTE practices when applied to a
multicultural educatipn context'(Grant, 1975).

In combination:the work of the elementary model directors within
the Consortium of CBE Centers,'and the documentation-dissemination _
'activities of the agencies described abOve, have led to a.remarkably quick
diffusion of the concept of competency based teacher,education within
the teacher education community. Recent estimates of the extent to which
the principlej,91CBTE are being adopted (Merrow, 1914) place-the number
of institutions attempting to implement CBTE at well above 50 percent,
and ihi number of States using theseiprinciples.as a-basis for the appro-
val of teacher preparation

programs brid/or thecertification of education
. persbnnej, at approximately 40 percent '(20 states by actual count). The
chapter by Gabe and Winne on Performance Based Teacher Education in the

'-. 1975 Yearbook of the National Society for 'the Study of Edutation provides
an excellent review of the history and issues involved in CBTE. ,,

-

In sptN te.of the essentially unparalleled speed with which the idea

that there are very few fully operational competency.basedteacher educa-
tion

cliTE has spread throughout Zhe profession, it needs to pointed out

tion programs in the nation today. No preparatory programs have transformed
the entirety of their four year curriculum into a competency based mode
of operation, and only a handful of'institutions have translatedthe pro-
fessional' component of their programs completely int6 a CBE mode of ,

operatioh. Other efforts to implement CBTE have tended to beepilot or
experimental in nature, involving a course or` cluster of.courses within
an established program, or the translation of segmentsT

;'

programs - -.for
example, all clinical or school based experiences.-into \CIfTE- mode of
operation.

1\

Given e reality of this still.primitive level of implementrion,
the reade wt quickly recognize that much of the literatii'm about CBTE
is base. .pon hinking'about CBTEKrather than an .involvement 1n CBTE --
based pr..ram While this need not invalidate the concepts that have
appeared in the literature, so far as their application to competency
based education is concerned, it does suggest they be viewed as tentative
illuitrations of solutions rather than actual, substeptiated solutions.

Fortunately, the- moil of competency based teather,education that is
molt consistent with the model of CBE proposed in the present monograph
has undergone reasonably extensive testing, and has been in place
over a sufficient period of time that a first,levellenalysis of the costs
and benefits associated with it, is now avallabre tpis is the ComField
Model foe' elementary teacher education that W14 developed in the Northwest,
and has been ysed as a guide to implementing competency based teacher
education throughout much of the region, Model based programs are now
operating at Western Washington State cipllege, the University of Washing-
ton, Gonzaga University, the Universit/r of Idaho, ad6 Oregon College of
Education tOCE).

Being competency based and field oriented, these programs have been
forced to face the instruction; assessment and certification demands that

16
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are associated with the definition of competence suggested in this mono-
graph, and all of the management demands that follow.. As-such,these
programs - become valuable sources of inforMation for states and schools
wishing to implement a competency based progrdm of tI kind being
proposed.*

.

li

t,

* A rewitly comp4eted series o/ filmltriPsi describing the OmField Model
arks its implementation in the Northwest is available through the Region'.
X Office of the U.S, Office of Educati Seattle, or, the Teaching
Research Division, Oregon State System br Higher Education, Monmouth,
Oregon.

,

While the filmstrip series on C8fE in the Northwest will be Helpful to
states and schools wishing to implement CBE, a document that will be
eveo *ore informative thelonograph desixibing the CBTE program alt
Oregon-College of Education TSchalook, Kersh and Garrison, 1976) that
is to be published in the AACTE series on competency based teacher
eduCatIon, The monograph_pro"vides the first analysis available of ,

the costs and benefits associated with-CBTE programs and provides an ;
extens'4ve dlocription of the procedure's that have been developed at OCE
to assess the competence of teachers in ongoing school settings, to
personalize the instruction and assessment process, to continuousry
evaluate and upgrade the program, to -insure qudfity in the measures
taken on the competende of teachers in Ve program, and the means by
which da'ta collected within,the,context ofthe program are used for
Rurposis,orreseareNton programand teacher effectiveness-.

w
In combi-

nation with the description'of operational C TE programs that are
available through the filmstrip series on T in the Northwest, tlAis
monograph should prove to be a valuable resource for persdns who-wish to

translate thd principles of competency based education into program,
at the elementary and secondary school. level.

1
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_ CHAPTER 2

AN OPERATIONAL, DEFINITION OF COMPETENCY -BASED EDUCATION

4

.v
, re

.
After reviewing the meahl-ng of the term competence, and 'the practitesand procedures that seem to '00,fine competency based

'education as it is nowpract iced, it has been.proposed that compel, based'educat ion be definedformally as
J*.

`'-- ?
0'" ".. a process that facilitates with a kniiwnsAgree of _effective-

; anis- on des i red _outcomes, including- the abi li,ty to' peiform tasks
arrelated to" sutces-s in job or life roles." . , ,

,. la -,.,
. .

At 'firs,t,reacting this 'definition appears, fto be consistent with the Meaninggiyen competed`cy bated education by Howsam (see pp. 7 to 9), but in factthere are subtle differences. The Howsam franlework for,examble, does notattend to the meaning thit is to be given to the term competence; it noesnot attend to the full smeaning that must be' given to 'the personazationof the Instruction-learning-evaluatibn
proceess when competence is defined'as '=the ability.to perform complex tasks;" and 'it does not treat as anessential cil5rectealsticapf CBE the adapti'veytorrective properties made .pdssible by the impjpementation of systems design'princip'les.

. -
. rGivenathe formal definition that has been propbsed, what are the pro-. cesses that operationally define competency based aducatiion? Followingtle 'lead of HoWs'am, three-level set Of processes are proposed:- \ thosethat constitute the de.finirk. characteristics of ,compEtericy based education,;those that conititute the enabling characteristics' of CBE; andthcise thatconstitute-the unique characteristidcs of .CBE. Theie are discussed brieflyin the pages that follow% and form the basis for a subsequent discussionof alternative and partiel models' of CBE given theoperational defirii,tion

, propoSed. The assumpt tont underlying' the proposed operatiohs are describeds in Chapter 3.
- '. j.

. .

---. ,
4: The' Def in ing Characteristics of Competency Based Idticat ion

.
.i ,.

processes a defining characteristici. Without,s

, =Tile format definitibn gpropOsed based education pre-sumes five-interdependent processes
to the specific.11111ntent of,a program, and witheut%refecence to

. how-the various *Proceises are interrelated, they are as followf:* .
r. . -..

. , ....

- 1--1:1. A public- AV ti6n of the outcomes 'desixed from in- ..
:\ sf str,uction it ,,,liVels of school ihg .(distrrct, buildtngw,/ course, indiVidual 'learner), intludjpg out` s that 4 'reflect rthe ability to function effectively lrfel -- .4,,roles outsiceof 'school,: and thedesignatibn d a,minimuel - ,,

.
_graduate'. , - t

'set of these to beKdemonstra:ted in -order to,

-7Ar.,e , ,
, ,,I,%,tiftow

..
.2. A public decJaratlorr:of the means by which the defieve- ,

ment o desiied outcomes, and especialy. those `that are . ',I.,: ,, . -..., -. ,

ness,, the attainment by learners ,of a spec i ied. level of". perform-

:

le
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required for graduation, are to be evailuated-and
certified, including --

a,4 the kind of indicators that are to be accepted
asevidence of outcome achieVement;

b. how evidence of dUicome achievemtnt is to be
obtained; k

C, ,what is to represent an acceptable level of
outcome achievement;

d. the procedures to be followed in judging
perforMance in relation to Outcome achievement;

e. how achievement in relation to desired outcomes
is to be recognized and displayed.

-

3. The design and oppration of instructional programs, at all
levels of schooling (district, building,, course, indivi-
dual learner), that

.

a. clearly link content and process uroutcomes des ired;

b; clearly provide alternative learning experiences for

y outcome achievement; and
0

.

c. clearly rely On Performance in relation to estatlished
standards as a basis for program placement decilion,s,
Including program exit and certification decisiods.

t7.. 4. A set of publicly declared rules and :Procedures that permit

.1^ '

the peponallgation of learning programs through --

a.,..en opportunity for students to negotiate

outcomes to be worked toward

indicator's acceptable as evidence of outcome ,

achievement - 1

procedures to be usedin assessing outcome
achievement

standards of perfoOmence set for outcome
achievement

learning activities to pursued While working
toward outcome achiev nt

6 learning environments-Wi hin which to pursue
outcome adnievement; eluding choice of
learning facWitatons '

the-time and number of emongtration attempts
allowed for Outcome Chievemen't; and

'At

. b the'adaptatidn Of'alloWhe abovi to the learning
.

strengths argi weaknesse4,73tylep and. preferences of
individual students.anCeacheri,

9r
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5. A set of publicly declared rules and pr
assuring the continuous adaptation a
of ongojng educational programs through

a. formative and summative-program eve
Including data on program costs and
appropriate'ress of outcomes desired

b. student performance data; ad

c. staff performance data,'Includ'hg data on the
effectiveness of staff development progjams. .

,

. .
L .

These five processes are presumed to constitute the defining Ol-cadtilia)
characteristicyf a competency based education program. A program missing IL, _ .any one of these,processes,would not bejudged compet ncy based.

....

dares -for

improvement
the use of -

luation data,
data on the

In viewing, these processes collectively, two feat res come into sharp
_ . focus: the extent to which competency baSed education makes public what

is hoped -to be achieved and what has been Wiieved, and the extent to
which a competency based education ptogram reliec upon and makes use of

.data. ,

-Both features have advantages, and disadvantages so.far as ,tbe opera- -

tion of settools:is,,concerned.. Being public about what is to be achievea'
enables students and the patrons of a .school to see whether the goals being-
pursued are the goalstthey wish to have pursued. It also permits_ students
and faculty td clearly understand what is to be achieved and warn it has
been achieved. The disadvantages to, being public about expected and
achieved outcomes is the invitation-it provides to endless debate about
what these outcomes should be, and the means they provide for holding both
students and 'schools responkUhle fdr the achievement of the outcome desired.

Operating educetionacprograml on the basis of dat:kbout student'
performance, programeffectiveness,'and facultreffectiieness is also a
two edged word, On the one hand it provides a basis for decision making
that is better than best guess, intuition, or impression. On the other
it is a costly approach to the operation of schools, both in terms of-the
time and resodrceslrequired to collect and summarize the data needed and
to get-it in a form that is useful to decision makers. .Deating with data
that pertain foa particular decision can also be disruptive, and time

*consuming, and can make schools more vulnerable to their critics.

Be this as it may, a competency-based mode of operation seems to
imPlylkat schools are to operate in an unusually public way and with an
unusual dependence upon_data for decision making.

.

The hist of defining roces'sda for competency based education has
two other important features: theexient,to which a CIE program is out-.
come oriented, and.the.exterit to which it is tailored to differences,
among individuals and settings. No only must the outcomes to be achieved
through an educational program be identified,-and the indicatOrs to be

.

a epted as evidence-of outcome achievement agreed upon, instructional
p

.

Xgrams must be desiigned in terns of the - outcomes that are to be achieved and
. . 1, .

I
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programs that are to be adapted or improved on .the basi
the extent to which outcomes are'achieved. Such an ori
with the public ard,data,odependdnt orientation of such
arena of coNmteriey'based education,merkedly different
to schooling found in most communities'today.

s of evidence about

en,tation, coupled
programs, makes the
from the appwroach,

40

By adding to this strong outcome orientation an equally strong com-
mitment to the need for both Iiidents and faculty to adapt outcomes, indi-

,cators of ihitcoMe achievement, and learning activities designed to bring
about outcome achievement-to fi,t their own particular needs, abilities
and learning styles,competency based education outlines not only ah approach
to education that is differentAfrom what now exists in most schools, but_one
,that'begins to approach what many would feel-to bean impossibly idealistic,
approach to school4ng-.. Best evidence. from the arena of competency based
teacher education suggests.that such an approach to schooling is not an
unattainable. goal- -even with the resources now available to schools.

Enabling CharacteriWcsiof Competency.Bated Education

While the five processes descriibed above may represent the defining
or essential characteristics of.Competency based education, they constitute
neither an exhaustive nor a sufficient set. There remain the'questions,
for example, of how the_outcomes desired-from.schoolinT are to be,det
mined; how resources and personnel are to be organized to carry out th
processes called for by the defining

characteristics; how decisions ab
curriculym, instruction, and resource allocation are to-be made; and how
the actual, operations ihmolved in instruction.and assessment are to be
carried out. These are the muscle and:sinew.of any educational program,
including those that are competency based. The fact that a program is
competency bailed Will have major implications for the form which such
enabling asp4cts of program opeeation'wilt take, but every educational
program must have such characteristics, in one form or another, to functionat'all.

On the basis of the defining features that hive been proposed, four
enabling,Oaracteristics should accompany a competency based education
program foe it to function optimally:

-
til

1. The establishment of educational goals and.programs
on the basis of. identified 'soc.ial'conditions, both
'present and anticipated, and what 'is known about
human development and learning.

2. The involvement -of students, the community and educa-
tion personnel in establishing Ihe outcomes desiredt

from instruction, and the procedures to he used in
evaluating and certifying the achievement of those
clutcoMior ti

IL.

3. The use of settings',,persOns and resources to achieve
desired outcomes through--

AI linking program'planning, -operation anal budgeting
procedures;

II

30
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an information management system that supports
data dependent decision making; and

the appropriate preparation, placement and
'utilization of:personnel.

4, The creation of a decisicon network thai identifies
for fach. major category' of dicisjon,to be mide--!

A
th structure or mechahism throug h which the;
de ision is to be made (elg., an individual

er br team of teachers, a departmental
or rade level committee, a school-wide cm-

,. mit e,ta school-community council);
4

the persons to be represented in the decision
making process;

the persons..who are to take part in the decision ifr
making process;

. the procedures to be followed-in the, decision
making process; and

the data to be considered during the course oA
the'decision making process.'

4

,

Thesecharacterist cs
4

as a whole reflect two major points.
,of emphasis. The first has to do with ensuring that the outcomes
to be pursued educational system are appropriate and of high
quality. in light of the strong outcome orientation of a competency based.
apbroach to-educatiqn, and in light of the requirement_that these outcomes
be public and'agreed to, a competency hased:educationvrogram.attempting
to operate without the first two characteristics listedabove wo9.144n all
likelihood find itself in trouble very soon, if in fact it weyeable to

. be implemenied?at all. 'Much the same rationale can be brought to the third
sand *fourth iteffis in the list. If resources and personinel'are not wisely
used in relation to outcomes to be achieved, and if decisions are not made
on the basis of data that are avaLlableand in a manner...that is in keeping
with-the publiceand outcome-o0ented stance of CBE, it is likely that a
program woult.find itself in severe difficulty very soon. This does not:
mean of course that all four enabling characteristics hwie to be-fully
operational when a competency based education program is first implemented.
It does suggemi, however, that unleiS theie characteristics are an Integral
part of planning in relation to program implementation, and unlefsthey
are implemented quickly and as cpmpletely as resources permif, it Is likely
that'a competency basedprograM'of thekind called for in the present moho-
graph will have a short and unhappy existence.

Unique Characteristics of Competency Based Education

Three aspects of the defining and enabling charaeteristicsoutlIned .
above are unique to the idea of competency based education:

ThelAistence that a minimum (non-negotiable) set of
outcomes (the competencies) desired from schooling' be

31
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defined in termsOf.the aBility.,of students , .

.to'function effectively-in life roles outside
of school ; >

4./'
, ,

2. The rd04.c.ement that attaipment of this minimum
`set' of these utcomeOe'demonstrated as a _

. basis fort gra anon fromschSol; and '

s--'

4

,1*

r

.. ..

,I.
3 The reqpi,retept hat peildrmance,An relation to

: this minimum setibf outcoinesvbe summariked and -

c . displayed as pet of thecertification process.
.,

,...

-.
All of the other characteristics that'nve been listed as either defining
or enabling of7coMpetencyfipased Cducation could vi well appear rn a masterylei?ning or performance based approach to instruction as in a competency
based approach to instruction. ,

41
r. .

i
. , . )

' To' some readers this conception may seem_ to misitoi.nt of 'competency
baked education, or to so simplify the meaning4bf-CBE that it denies the

.promi:se.lt ostensibly olds, Perlaps so. But the power of -these three
foilurei to fundament ly alte0. fie nature Ifitctloolidg, and to noticeably ,

irpprove the capacity o young people and iault to function within the
codtext,oflpreprept day, society, should not be nderestimated. Coming to,

" . .
.
grips with what 'Such outcomes- be flasthe potehtial of changing the-,

relatiOnship between schools and communities- the relationship betWeen
students and facultyand the way wethink generally about-what the outcomes
Aschooll-ng shOUld-be: ,Recognizing' how th outcomes are to be achieved

. . andassessed is likely to change, how.ge thi k about where and how' instruc-
: tion is to'occur, where and how assessment

I to occur, whokis tobe'in-
- volv in the instroc;ion acrd assessMent process, and the amount oftimee.

1 requi id for "Instruction and.assessment.. '

Eating 'the reality of having to certify that a student

life e roles in
out-of-fchool settin9s.is likely to force schools to take their responsi-
bility .for learning much more seriously; it is likely'to cause Schools 'to
,use assessment information as an integral part of the irystructional pro-
cess; 'it Is likely to cause schools and communities to be much more seri-
ous about following'graduates to see how they aro in fact able to function 7N

..,

in out-of-school tontexts, and 'to use this information in defining school
programs; and it is likely to bring to the outcome identification process
a mach more ihoughtful, analytical a0d serious orientation than hasbeen
the.case typically in the past.

/
if these consequences occur,they must of necessity cause o(r-{ethinking

. bn all of the outcomes dOsired from 'schooling; and their relationship to
those that are required' for graduation. N

in'Short; it is possible that what appear on firit reading to be the
,relatively innocuous characteristics of'an educational program have within
'them the power to influence am entire educational system in a,matjor way.
Whether they do so depends of 'comfse upon the'kfnds of'competencils and outcomes
identified, the indicators that are to be accepted as evidence of'competency.
and outcome achievement,, the seriousness with which evIdaace is to be
obtained-on competency and outcome achievement., and the commitment 4 school,

0 ,
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.and community have to the achievement of such competencies and outcomes byr
students. If meaningful competehcies and Outcomes are established, strong
evidence of competency and outcome achievement obtained, and all students. ,
are expected toachieuethe'competencies desired and are flexibly helped
to achieve outcomes im accord with their interests and abilities,aschcioling
as it is known in America today will of necessity change.

Ffies decisions, of course, are generally reached between
a districtand the community it serves, and thus with CBE as With her
apprnached.to education,the role and function of schooling in AmeriLan
life, and to a large extent its quallity,are fundamentally in the hand's of
communities and the schools they support.

Notes on a Model of Competency Based Educatio'

This monograph carries ale that'sugslts the existence of at
leak one model of competency based education, if not alternative molders.
The issue to be addressed in the following paragraphs is whether %he pre-
vious listing of the defining, enabling and unique characteristics of CBE
represent a model of competency based education,

By almost anyone's definition,a simple listing:of the characteristics
of a system that is to be- modeled does,not.!qualify as a model of that system.
Snow (1973) proposes that models be treated as "well developed descriptive
-analogies used to help visualize, oftenin a'simplifted or miniature fay,
phenomena that-cannot be easily or directly observed. Each model ,is. thuk
a projection of a possible system of relationships (emphasis added).among
phenomena,'realized in verbal, 'material, graphic or sympbolic.terms" (p. 81).
Hathaay (1969), quoting Richard Stone (1967), defines the elements that
make up'a simple descriptive modekas',

Isdlating and defining the system and its boundaries
, accordingto a (specified) OUrp8se; r_

. , ,
.

Describing the controllable and uncontrollable vari-..
ables within the system that are of interest;

Formulating the relationships among the variables of
interest, and esti ilg the parameters in these
relationships; and

Collecting data about the variables in keeping with
proposed analyses (p. 20),

'Very clearly, simply listing the characteristics of an eiiucational.

esystem, as has been done thus far in the monograph, does not warrant en
the labelltescriptive model."

Xt best such a listing can be treated as 4/proto-model: it constitutei
the basic elements from rhich asmodel -or a seeles of models can be fishioned,
but it does riot in its aim right carry the strict properties of A model.
While even this may be a presumptive, use of terms,it is seen as being a.
_useful heuristic for dealing with the remaining content of the monograph,

33
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and.it should have long term utiiity;in maintaining an a4treness thk'the
demand ior bo fide mode buildinV still exists.

I .

4!
With-th s ratio nale; and with.apologies.duly expressed to all real and

would-be philologisti, the-term proto-model will be used throughout the
rerlainder of the monograph. Where Fonteit demands--for 'example, in chapter
or section titles--the term model will be used as shorthand, but in all /
cases the meaning tabe'assigned the term is. to be restricted to that
implied by the proto-model' label. The phrase "Model of CBE" will be di-

, fined as and reserved for "a well:defined and functionally different
pattern_of emphans oe interpretation that can be given the defining and.
enabling charasaristics'of-CBE."

Given the assumption that any moderof CBE is infact authentic
orklY if all defining characteristics are represented in ideptrfiable
form,, it makes little difference whethey oneargues for "alteeneftive".
mbdels of.CBE or "variationr on a single Model. The reality'of !mole=
mentation'is that variation in emphasis or interpretation will in fact
occur, and it is arbitrary whether these variations are labeled altera-
tive modei,s of CBE or simply model-based variations.

Recognizing the arbitrariness, involved, the languageof both alterna-
tive models of CBE and model-based programs bf CBEis used tn this
monograph. The rationale for this distinction is twofold. First; it' may_

' be Useful to think in terms of trying to identify rather well defined,
easily recognizable and' functionally different patterns of emphasis or
interpretation th can be given the defining and enabling characteristics
of CB.S.( alterria ie models of CBE), and treat these as viable and dis-
tinct optione f schools or diitricts or states to pursue. Second, the
language of del- barred programs will enable adopting. schools or districts
or states to identify quickly,for one another the broad characteristics
of the `competency based program that is being implemented, and at-the same
time'accommodate the endless variations on ,a par010emodel that will
occur across implementing districts.

Put in other terms, the language of alternative models facilitates
the seirsh for alternatives in articulating and interpreting the defining
and enabling features of competency based education, while the language ,of model-based programs provides adopting schools or districts or states
with a descriptoF that conveys a great deal of, meaning to others bLt at '

the same time permits the adopting schools to implement within that general ---

descriptor whatever'is needed to accomodafe the particular demands of their
own contexts. This language pattern is used throughout the remainder of
Abe monograph, and attention is directed to describing several of / /the more
obvious alternative models of CBE that can.'be identified by assigning
different emphases to the defining and enebting characteristics of CBE.

Notes on 'PartialNModels" and "Appro4mate Programs"
of Competency Based Education

For purposes of the..present monograph,a partial Model or an approxi-
mate program of competency based education it defined as one'that does
incorporatd all five of the defining char,cteristics of CBE in"clearly

(/:

/
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recognizable f6rm. Since the development of *alternative models of CBE
is largely a paper exercise,it is unlikely that partial models will
occur, unless of course,zhe model builder thooses to ignorone or more
of the defining'charactertstics.proposed,or chooses to define compeiapcy-
based education on a different basis. The implementation of school-
programs, hOWever, is a different matter: here it is likely that most
implementationefforts, at least in the beginning, will be approximate
programs. It is unlikely that school districts will be able to implement
a full,fledged.competency based education progfam all'at one time. The
magnitude of change is stich.that most districts will require at best.a-
threeto tive,.year:periodto shift their programs to a competengy based
mode of operation, and then it is likely that they will be operating in
a manner that.is only a rough approximation to what is desired or what may
exist at a later point in tiMe.

i)

It is imporjant that thii In understood, and not only as a_matter
offresource availability. Equally important is thematter.of time,4, for the'principles and-practices of competency based education,are-so at
odds with much of what goes on in contemporary schools that )donsiderable
,time must be allowed for students and faculty to'act habitually .

on the basis of CBE principles and practices. A clear understan iris of
the iimerequired for shifting from a traditional to a competen based ,.
mode of operation should elicit a:great deal of tolerancp for hools that
only approximate a fully operational CBE program.

4
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CHAPTER 3

ASSUMPTIONS UNDERLYING COMPETENCY BASED EDUCATION

The literature on competency basediducation and telpher ,education
hai not dealt extensively or systematically with the assumptions under=
lying the concept (Eliele and Halverson, 1975). Assumptions have been
spelled out in relation to particular practices within the competency
based movement; for example, the value of stating publicallynd clearly
the outcomes desired from instruction or the value of using a systems
approach"to program design and adaptationr-assumptiont Underlying the
concept of CBE as a wholehave not been articulated. Thischapter
explicates assumptions underlying the proto-model of competency based
education that has been proposed, andldemonstrates the interdependence
of these assumptions when the prpto-model is applied to ongoing' school.
programs.

The treatment of assumptions generally parallels the characteristics
of CBE listed on'pp. 18 to 22. Assumptions paralleling the defining
charicteristics of CBE programs ark' treated under eight headings:

CBE,is a means of clarifying and extending'the
outcomes desired fhom education;

CBE"as a f providing Clear evidence of
the'achiev of outcomes desired from education;

'CBE 'gas a.means of facilitating the achievement
of outcomes desired from education;

s'a means of personalizing the instruction-
rning process;

CBE as a means of adding flexibility to and extend-
ing the range of program options.for the instruction-
learning process; 1

CBE as a means of improifing and refining the-in-

struction-learning process, ana making schooling
generally more cost effective;

CBE as a_means of making schooling more consistent
with the demands of everyday living; and

4,-,CBE as a means of fosteringjndependence in Morn-
ingi and a commitment to the value of learning,
throughout one's rife. ,

Fewer assumptions relate to the enabling characterittics ofCBE.
These are addressed under five headings:

CBE as a means of increasing the-rationality of
goal setting in education;
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CBE as a means of involving pArents and members
of acommunity more d4rectly in the process of
education;

4-CBE as a data. dependent, decisi011 oriented
,

approach to the management of education;
)/ CBE as a clan) dep endent, decision oriented

approach to the.governance of education; and

csg programs as a Means'of increasing the
benefits received from education, per unit.
of cost incurred.

Assum Otions pertaining to the unique features bf CBE are dealt
with throughout the chapter, as well as on pp. 22 and 23 of the previous
chapter. '

,

Jo help keep the implications of competency based tducatibn rn

perspective,the chapter ends with a listing of some things CBE does
not.assume.

4

,

1

-Assumptions Related to the Defining
Features of Competency Based Education

CBE As A Means ofClarIfying and Extending
The Outiomes Desired From Education

Perhaps more than anything else competency based education Is
- seen as a means of clarifying the outcomes desired from education, ex-'
tending those outcomes bey6nd those typically pursued by schools, and
insisting upon clear evidence of t achievement of a particular set of
outcome4p rior-to graduation. In ny respects-the press of goal settinks
in a competency based education program is niuch like that in traditional
programi in that--

The broad outcomes desired by a community of its
schools are to be specified;

The 'rograms of/instruction offered by schools
within a community, and the outcomes expected
from them are tobe consistent with these broad
outcomes;

\'

The courses offered by schools'wit6in -a community,
and outcomes expected from them, are to be'

aA consistent 4th the broader outoolps; and

All of the above are to be guided by an. analysis
of conditions affecting graduates of education
programs in the future, as well as an up-to-date
knowledge of what is known about human development
and learning.
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Such goal setting procedures areonly a beginning, however.
Competency based education reciares additional steps. These steps
make the identification of outcomes Within a CBE node of operation
more demanding, and potentially_mech more powerful. They are--

An insistence that a minimum set of outcomes desired
fr schooling be stated in terms of the demonstrated .

abil to tion effectively in a'number of life
roles in out-of-school settings (the set of outcomes 41
desired from schooling that are called competencies);
and

An insistence that students demonstrate this minimum
set of competencies as a basis for graduation, and
that the demonstration of Competencies by each student
be sosce.,tified.

A third practice oftenaccompanies the goal setting proc ss in CBE.
This involves idtntifyini'the indicators of outcome achievemen at the
same time that outcomes are being defined. Such aprocedure h los'
people clarify the rather general outcome statements they are rking
with, and it provides clear directionsas to-how each outcome is to be
measured.

When these featurii are added to the traditional goal setting,pro-
,cedures of education, some of the power of CBE becomes apparent: They
clarify the Nal setting process by pointing to what will be accepted
as evidence_drgoarachievement; they piess. for-the outcomes of educa-
tion to be thought of In terms df performance in out-of-school contexts
as well as within school contexts; they demand that jchools go beyond
the point of rhetoric Abut achieving such outcomes, and obtain evidence
on. the ability of students to apply their knekiledge.and skills

in life role, out-ofeschool situations; and they require that schools/
link graduation and certification to the ability of studentsto demon- *.

Asirate the achievement of such oucomes. ,iy taking this last step a
district enters fully into the arena of atTountabitity, for it thereby
acceptsthe obligation to offer instructional programs that will enable
students to attain the knowledge and skill required to function effect-

. ively in,out-of-schciol settings, and to provide-the assistance deeded
topractice and integrate this knowledge and skill.

CBE As A 'leans Of Providing Clear Evidence Of The
Achievement Of Outcomes-Desired From Education

Competency based education 'requires as much clarity of statement,
and tvidence_regirding the knowledge, attitudes, beliefs and

. appreciations that socleti feels essential for.its citizenry as for
the competencies requited for graduation. While CBE does not dictate
outcomes, it does require that the outcomes be clearly, stated and that
evidence ofaeutcome achievement\be formally obtained.:

In some respects the demand of-competency-based-education for evi-
ent outcome achievement is its most powerful feature. Such information

permits students, for example, to be clear about what they are trying to
achiever'it'qpiables them to track the progress they are making; and it

...,
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C enables them to know when they haVe achieved their goals. It also
permits teachers, for example, to be clear about the outcomes both they,
and the students are trying to achieve; it enables them to track the
progress that is being made and to adapt their instruction accordingly;
and it enables'them to know when desired out_comes are,achieved so that
instruction fieed not be carried=fmrthei.: These advantages- provide a,
means for the instruction-leafning process to-become more focusedand
efficient- than in traditional schools.

Evidence of outcome achievement also has a number of advantaged
for school districts as a whole. It enables a district, for example,
to be clear about the effectiveness of its various instructional programi,
and 'td share this informatioh,with its patrons. It also provides a
means of allocating resources .for the' improvement of weak programs, and
for marshalling community support for program:improvement on the basis
of fact rather than argumint and exhortation. It also provides the kind
of information about outcome achievement that a' district needs to put in
the hands of parents of children enrolled in a dist ict.

While the CBE requirement for.e0dence of outcome achievement is'in
some ways its most useful feature, it may also be its most troublesome.
Standardized measures of achievement do not go far toward meeting the
needs of outcome assessment within a competency based piogram. They. do
not assess performance in outepf=school settings;'they do not attend to
many pf the skill and attitudinal outcomes that districts desire; an&:

4, they are not-a good means for provtd.i.q continuous feedback to student
and teachers about performance in relation to specific outcomes. In

addition, Many,parents and educators feel they provde inappropriateevi-
dencerof outcome achievement, for they are 'commonly bUed on a norm
referenced approach to measurement rather than 'a critirlon-referenced
approich. As a consequence of such limitationsAistricts or school
personnel are forced to develop the tools to assess the vasemajority of :,
outcomes desired from schooling,'and to do so,according to the

.
principles

of criterion-referenced testing.
.

For persons who are knowledgeablecOncerninb the principles of measucement,
and for teacheri who know how much\time and energy go into the develop-
ment,sadministratioN and use-of to cher made tests, the magnitude'of'such
a task is apparent.- Not only is th technology of criterion- referenced`
testing still primitive, and the number of. persons' familiar Kith the
technology limited, the resources required to develop and use the tech-
nology on a scale implied by CBE are sizeable. Dii/en existing constraints
on most school budgets, new resources,are not likely to be found. Districts
that assume a CBE mode of operation must 'find ways to channel existing
resources to the assessment function. \They must also find ways to make
do with-relativeTY unsophisticated measures o1 oicome achievement, for
the. numberpf'such measures to be developed rules against a high degree
of sophistication.

or

If funds within aAistricrare chbnneled,to the assessment. function,
a.related-decision will have to be made: Should these resources be
placed in the handt orteachers; who will then carry out the assess-
ment function in conjunction with instruction; or should they be placed
in-the hands of district assessment.personnel, who will then
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work Cooperatively with teachers. 'this will be a matter of district
preference, though obviously the decision made in this regard has
majOr-implications for staff development and the ongoing operation of
schools.

So there is adilemma within' CBE. On the one hand it offers a set',
.of procedures for the design and operation of schools that stands td im-
prove the.quality and utility of schooling immensely., On the other hand it
requires knqwledge, expertise, and resources that at best are barely "4
within the grasp.aoftoday's schools.

Nowhere is thislnore evident, than in ttie assessment of learning
outcomes. While nationwide testing efforts such as Project Talent and
the National Assessment.of Educational'Outcomes are developing procedures
for assessing competence in relation to perforMance in ILfe rotes, mush-
still needs to be done before school districts of average size and Oth
an average resource base will be able to implement an assessment system
appropriate to'comOetency based education. Clearly,the long term gains -

anthripated from the competency bated education movement rest in part on
the'technology of outcome assessment.
CBE As A Means Of Facilitating'The Achievement Of
Outcomes Desired: From Education .

It has been argued in the preceding pages that the careful and contin-
uous assessing of the outcomes desired from schooling contributes toward .

'the achievement of those outcomes.. CBE places an added demand on schools
however, by way of outcomOcKievement. This IS the requireMent thet/M-
structional programs be linked logically and directly to the outcomes desired_
iriischooling,.and that instructional programs be judged successful onl
whe students are able tO attain the'outcomps desired through- tti% operation
of those programs.

Operationally this means:that instructional pro ms, lrles within j°
programi, and units of instruction mathin Courses mus be esttabfislied on
the basis of outcoMbs to be achieved rather than disci lines to7bi taught
or course titles to te_nPintained..

Such am approach to curricalum and instruction has'ma.ipr IM4Iicat1ons
for the structure and operixion of scholles: One these.1S. the prganiza-
tion'of schools around courses. 'In a coMbetenpylrased apprOach toschool-
ing,students are likely to engage in modules of instruction.4esigned' to
Oromote particular learning outcomes, insteadof enrolling in courses that
have tbe mastery of a particular body of subject matter as theirtbjective.
Whil-Ca number of modules coul,d"be linked together in the form of a tour*:
a course structure need not. be milnfained u&ess it is judged to be an
effective and efficlent,unit of organitation for curriculum development
and instruction. .

1

'Ahother likely difference to be observed in the instructional pro-
grain of'schools that have imptemented,a competency. based .mode of opera-,
tion is in the nature and range of learning experiences offered within
and optiide of the school setting. This is partitularly the case with''
respect to thecqUisition of comOetencles needed for graduktion, and\
the settingi in which instruction for competency acquisition takes place.

4
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ere instruction is mueh re likely to take place in out-of-school set-
tings, or in. spetial.laboories-within school. settingef and persons
other than school faculty are likely to be involved 41101 both the instruc..

. .tion and assessment 'activities that pertain.to the acquisition.and demon-
stration'of.competence: _

.

As in the case of 4 sessment, the practical and'financial implica;
. tions of linking curric m and instruction-to desired learning outcomes0

.,.. are of major proportion While the'techhologres.ofmastetff learning and
modularized instruction re reasonably, well established, the task pf
translating the, instructional program of,a school nti> such alramework .

and concurrently moving faculty fr a distipline orievation to an -.'
outcopseorientation to instructio requjres prodigious energy and un-j usually skillful leadership.

*
.,' e CBE As A MAns Of Personalizing In s ction-tgarning Proce40%46.

w A Competency based approach to-education permits the personalization

J of the lnstruction-learning process io.variety of ways, and it does so for
'both the students and-the.teachers involved. One wayin which this,is done
, is through students beieng able to negotiate the outcomestO be,achieved e ,
through ~schooling other than those required'fdrgrraduation. If school dis-
.tricts adopt this pOint of view, and'establisonlya mlnimon'set of ouf-

... comes as those require for'graduatiOn, students should be able.to negotiate.1,...*4 a sufficient-numberof range of outcomes to tailor-their'school program to
-their own interests, and abilities. Me. , .

. g,

_ Another way in whicti.CBE encourages the.personalizatiomof the i-: 1'.
structiOn-learning Process isthrougb itudents'being able tInegOtiate

w the indicators t© -tie used asevidence of outcomeachievemenitoThis isbased on,the'resggnition-that evidence of outcomelichievemiklUn take
a wide variety' .

f s. If schoolodistricts adopt thii point of view,
students and, teac rs.a ee tonegotiate indicators of. outcome*

, '---....) achievement for all Outcome , inclUding possibly-hose re 'red for .

. -- graduation. ....
.

ASP
. . . w

. .For example, one,stbdent might choose to demonstrate. abilitysio -.i
.readkat a ley/el required to functon in contemporary soc ty a competence

,to 'be demonstrated for'graduation) by reading and interpretih.correctly
the meaning of a serigs of newspaper.articles, legal:contracts, merchan-
dise labels, recipes, oVautomotive repair: manu@ls:e tnother:student .. '.. .might cho6se emo trate,the same' comoetence,thrOuph "reading and denion4-
strating a grasp of th Aeaning of passages from Shakespeare, artLeles in

,- odOular scientific and chnologttal journals, existing laws and admin.- ' .

istrative'rulings governing adArtising.witgan a ate, and a manvel "for
, astembling a motor scooter. Ether set of 3Adicat might be ietogtabke
$ -

' ' as evidence of being able-i; read at a level require to-fungtrilon effect
tively.in contemporary society, nd4yit they are sa iciently different

: in kind to,accommodate marked) different interest§, and perhap4 abillitielp.
:

. .

in the two itudents. ,

'..
, .i, A r

$

.

1
1 * . j iCompeten0 based education also encourages the Irsonaliz:ation .of'

..the instruction-learning protest through studentebeing ableto negii-ate
.the specific measures to.be used in obtaining evidence proutcome a ieve-
ment, and in turn the 'level of performance to be' emonstrated on thine

., -,

...

,
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measures at evIdence of-satisfSctory achIevement. -These two avenues to
personalization follow 4irectly from the indicators of outcomeaaiReve

. ment that have been idOtified. The specific measures_to be u to
(*tap evidence of tbe-abiNty tO read and understand legal contracts,
for example; would be different from-the measures Used to, obtain evidence
of the ability to read and 0 stand the meaning of articles on Current
technological and scientifi development's, though thegeneral approach
to measurement would -be $i itar.. As a consequence of hese differences,
the level of performa to be demonstrated on these,tao measures as

I 171' evidence of an acceptille level of achievement will differ.,
'

Perhaps the most effecilike aeons to the personalization of learning.
'rs%the-dersonalitation 'of the instxyational process., It is recommended
that this be done in a,variety of ways, lncruding the rovision o-- ,

Alterniti.ve learning experiences fort

4 of each outcome desired;

An,opportunity for students to negotiate
,+?L preferred learning4experiences,.given

ferenges,in background,,Jearning styles,
.and theillthd-itator to be relied upon as evi-
denfe of outcome achievements

- '
e-An opportunity t6puride a 'paWiuter.learneng
'activity (and as,hieve a particular learning out- '

come) at differing rates of speed and over dif-
, feringkunits,of time;.

k

,

j.

tAn opportunjty to Abose to the extent possible
the instructs final and assessment staff with
whoa to work in achieving a.particularoutcome;

0and
15

,
- ,

1 .

* An opportunity to engage in as many different
learning activites'as needed, dr to,work through
a particuiar-learningjactiv!ty as %ta

reyittmes

as

41

needoid,achierOthe learning.outdaNe desired.
Al.# A ...-.- N: 4

The-rationale underlying theiasSumptiOn of'the ne d- to pers alize
the instruction- learning Oocesqpwithin a competency b sedaper acht lo,

*
',-

reducation ismanywsided, -From the point of view of the mastery lea"r6ing . .

-.4 . Model that is central to CliE,the availability of al terpatiye I ning ' ' k-4
i

,. experiences . and the opportunity to have as amoh tiae all needed to achieie
an outcome are essential. From the point of view of st dents' illingness,/ 4

-.to engage in learninuactivitles,an opporiynity to neg.° late-Marge pro-
Iportion43f^the outcorna-"to be pursued while i school, d an opportunity.
to negotiate the manner in which they are toibe achieve , becpmes an .

,important consideration. From the point of.view of matChIngsinstructton ._ -\'
to Odiviclual differehcesvin backgrounds abilities, landllearning styli, *

. the provision of a wide range of learning options, and'a opportunity. .

for student's and instructors to

!P
J seem to be Most-appropria

articular outcome, become inently'sensible.,

C

4

AD°

gotiate the particular set of options
for a particularstuden working,speard

t .

.
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Above all, there is the assumption that the opportunity'for s

dents oo bemactively involved in islentifying the outcomes to be orkedtoward in school', actively involOWin identifying the learning activities
,to be pursued in achieving those:Outcomes, activeWinvolved in identifying
the indicators and meagures to be used as evidence ogoutcome achievement,
and repeatedly held accountable for the achievement of outcomes as a basis
for progressing through school,'T's the best possible kind of-learning ex-
perience for bestming self-directed adults who are committed to 14fe-long
learning. 1.

CBE AS A Means Of Adding, Flexibility To And Extendibg The Range Of.
. `grogram Options F7 the instruction-LearningProcess

From what Ais been said in.the previous pages, schools adopting a
competenty based mode of operation have little option but t provide a wide
range-of alternative learning experiences for the achiev nt of each learning
outcome desired. The interdependence of the concepts of stery learning and
indiVidual differences in background, ability and 1,earhi g styles make

'alternative learning experiences ilr each outcome a log; 1 necessity. *To
Make Such learning options function withjnthe context o a CBE pr'ogram,
however, some Means must be found by which such options ca be fully ex-.

,erciged.. Minimally this includes a means by which students ndsinstruc-
tors can sift,throdgh the options availablv and arrive at the learning ac-
tivity that appears to'be most appropriatefor a'particular student working
toward a particular learning outcome; vmeans by which a learning experience '.

can be tried, and cycled through a second time if the desired outcome 1$
. not achieved; a flexible xreatmentaof time in relation to outcomemastery
. and demonstration; and the ofOitiAlf ojialternative learning experiences on

. a schedule that permits reasohablY free and repeated access to them by students.

To the e,Jtent that a school's curriculum possesses these character-
'istics at the time a CBE mode of operation is adopted, their impact on
'schOols will be minimal. For schools whose curriculum does, not reflect
these'charecteristics, or for school hose curriculum does reflect these
characteristics but who decide to ex end or redefine the outipmes desired from
schooling, thigrimpacewill be tonsiderable. .0.

' CBE As A Means Of improving And Refining The Instructioh-Learning
Process, And Making Schooling GeneralTV-More Cost Effective

The concept of competes ty based education has emerged as much from the
prinoioles"ssociated with a systems approach to edpcatiOn as, with any educe-
tionallmovement, and:therefore bolds as central 7th3 e'principles of feedback

"and continuous adaptation and eorrectiop.Operationally this means that a
gompetency based mode of schooling always.approaches'a particular instruc-
tional program as an approximation to the best possible program, andas such
it is to be improved. It also means, operationally that to improve an
isstructI.onal program, evidence dust be,obtained of is effectiveness with a
large number of students, and what in thjprogram se s to work and not work.y ljinally, it means that some provision must be made within a school or dls--

atrict to review, this efidenceof program effectivene determine bias aspects
of the program need to be-improved, carry out the i rovement process, apd

IF resubmit the improves' programs to the entire testin , evaltiatidn a d-tmprove-
ment Cycle.

6
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Theoretically; this approach to curriculum imerovement is continuous.
Practically1 it cannot operate in all currrculum areas - simultaneously,
and a point is reached eaientually at which farther improvement of a pro-'
gram is unwarranted so long as the outcomes to.be achieved are maintained:

. To act in
At
a manner that is in keeping with this orientationto

curriculum improvement, districts need to identify a set of curricular
areas in which to carry out such evaluative-adaptive studies, implement
the studies and make the changes needed, and them move on to pew areas
of study. The number of curricular areas to be addressed in a particutar
year, and thl number of times a particular area will be reviewed before the
instructional program withLp it is judgerto be acceptablei will depepd
on an-interplay pf the resources a diitrictilas to give to such activities
and the relative effectiveness of instruction within a particular program
area. Programs that consistently fail td yield the learning -oiaccomes.
desired obviously must be improved (or the outcomes, desired modified)i
yet there ii a limit to the' resolutes -Oat a district can give to such -

improvement activities within a parti,cular period of time. s

'
The concepts of general systeMs theory apply4to ail gpects of

schooling, not just to instruction. Program management and governance'
procedures, accounting practices, itaffrassignment and deveropment.pro-
ceduret, support services such as counseling, bussing, and health ser-
vicesi and relationships with parents and other oentbers of the community
are as'subject to evaluation and improvementactivitles asAmstruction.
In like fashion,districts

areas cblitated tdk,design,ind-carry out such
activities as carefully and asconsistentl -they deawith respect'to
instruction. A, systems theory view holds:X:011 aspens- of -schboNtng
are interdepealent; that the sytteln as `a ivhiile ivonly,as:gedirs its
weakest part; and that all aspects must therefore be ,subjected contin-

.441

ually to evacuation and improvement. ,MuCh*of.the power of a CBE "app
to education rests on an honest commitment'td these pr4nciplesan o
development of procedures and°010tation of'resources thro gh.
Fortunately, development within'the'past,decade of the thodology of pr
gram evaluation has provided'many of the'toois to Jpplement these ide

CBE As A Means Of Making Schoolipg:Moje'Consistent
With The Demands OfEveryday Wing,

o
Many forces operate today0 pakethe,outComes of schooling more clearly

related to the demands ofeverydai Phis, of course, is not new
to the arena of publicieducatiompibut tie pressure for career education, '
the growing concerdiabfut theyLobbility of high school graduates to read
and write alka level that perms them to function effectively in college,
and the recent evidence that as many as 25 percent of the adult popula-
tion' in the United States do not haVe the bask skills to function effectively,
in day-to-day living (the matterof functional literacy), is br an- .

paralleled pressure onvschools to attend to basic skill defelopti6nt. This
pressure, coupled w4011sa growing scarcity 04 resources for publ.lc educatLon
and an increased concern with the returns on dollars invested i educatron,
is forcing schools to reexamine the purposes of public edlitat a nd to
reach some conclusions regarding how these purposescanWst be t.

4 4
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gqKe unique features of CBE, however, are tied directly to ese
pressures and trends-, for they have been designed consciously to rce
schools to both think seriously and act responsiblystoward helping young
people function effettively in the broader;soclal systems.

CBE AA A Means Of Fostering Independence In Learning, And
.A Commitmen' To The Valui`Of_Learning Throughout One's Life

1

.

SOme of he major benefiti?that may emerge from a competency4pased
approach to e ucation--and some would argue the most impouant beneats-
of all--a e inerrect. These are the benefits of learning how to learn;

i
learning ow to define.what is impqaant to be learned; and experiencing
the lasting satisfactioh that comeiMith having learned something that

... is' deenied important. .
.

.

.

. ,It is assumed that aoetiiibing opportunity.to help define and nego-
tiate What is to be learneb, a continuing opportunity to defiole and tiata
the learning activities to be pursued, and a continuing opportunity o
identify anitaksess performance In relation-to.what is to be learn
provide we rT established habits of,learning. Participation irrsuc

-,an approach to'schooling., and the achievement,Oaegoes with it, should
enhance satisfaction with schooling anti maximize one's commitment.to
learning throughout life.

will
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)Assumptions Related To The Inab t ing Features .

. Of Competency Based-Education
..%

t
. ,

,
CBE As A Means Of Increasing The' Rationality Of

.s'.%...-Goal Setting In Educatioa, _
.

0.

-Central to the implementation of any eBE'program are the outcomes to
be achieved through schooling. A competency_ based program starts with `the
outcomes to be achieved, and ends with evidence of how well they have been
achieved. It takes as a first pKinciple of operation the assumption that the
outcomes, specified are appropriate_ and meaningful outcomes,, and that students
achieving'these.outcomes will be well equipped to/unction in contemporary
society. To the extent that this principlels violated, or in any way di-

leminished in its effectiveness, the power of competency based education to
make a,difference in the/education of children and -youth is also dillnishee

One way to increase the likelihood that the outcomes desired of schooling
are appropriate'and meaningful is to insist they be established only after
a careful analysis of the nadRe of the society th graduates of educational
programs will be entering, resent and antics aced, and an equally
careful analysis of human dev opment and learning. By considering this
information -in Conjunction with e knowledge accumulated for the disci-
plines, the app<uriateness add meaningfulness of goali established for a
'school systect should be enha'nced consideratOy., .

CBE As A Means'Of Involving Parents And Members Of A Community
More Directly in The Process Of Education

., 7,,
CBE makes two assumptions about the involvement of parents and members

of a community in the 'educative process. The first is that it is desirable
to have the patrons of a school be involved in policy decisions that affect
the design and operation of school programs. This rests on two further argil-
ments: (arthat involving people in planning and policy decisionsleads-to a
feeling of ownership toward.the programs that result, and 4his in turn to.a
heightened commitment to them, and (b) that commitment to the purposes and pro-
grams of a school by its patrons will enhance theA44kellhood of those programs
being succesSful,

The second assumption has to do with the likelihood.of parents and
.

members of a community.becoming more involved in. the educational process
within competency baseti schools than they have sin the past. This comes
from the greater opportunity-within CBE programs to become involved in
decisionloffecting school programs, and.from the likelihood that the
adults of the community will of necessity become involved fn instruction
and assessment in relation Eo the attertment of competencies needed for
graduation. This follows from the requirement in competency based programs
that a minimum set of'competencies to be demonstrated for, purposes of grad-
uation will reflect performance in real life settings, and that much of 41%

the instruction and assessment to be don! in relation to the acquisition
and demonstration of such competencies will be carried out by persons in
a community other than certificated school personnel.

.

. -

CBElas a Data Dependent, Decision Oriented Approach to'the Management
of EduCation... Much has already been said about the advantages of adopting

.a general systems orientation to the design and operation of education
progrpms. The'appication of such principles, once a policy decision has
been made to do so, isfundamentally a management or administrative respon-
sibility. General systems principles apply to more than the valuatjdn and

o
1
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'adaptation of instructional programs. Within the context of competency
based programs they applyequaJ1)% to the. processes used in identifying
and evaluating the outcolks desired from instruction, the processes and
decision rules by which resources are allocated to programs, and the
processes and decision rides governing all other aspects of the educational
enterprise; for example, staff development and plaCement-, student peesonnel
services, student health services, and practices and procedures pertaining
to buising.

Systems design procedures area means of clarifying what it is that
is to be done oreccomplished,nikeffectr.ely it has been done, and if
what has been accomplishl atisfactory, what might be done to
improve it. This process is apRlicable to all,aspects of the educational
enterprise, and the press, of competehcy b4sed education is to have them
applied systematically, as resources permit, to all aspects of tha
enterprise.

4

One consequerlie of such an approach to managing the educational process
is the emphasis irplaced on decisions being both public and data dependent.
This ceases the whola.decision making process to become more conscious and
carefully planned', and more openly shared. It requires, for example, a
clear statement as to who is to be a part of a partiCular decision, what
structures and procedures are Vb be used in reaching a particular decision,
'and what data need to be reviewed in the course of reaching that decision.
This in turn forces clarity regarding when and in what form data need to
be prefrnted to be useful in decision making. The implications 9f public
and data dependent decision making for the pperition of CBE programs 1.1.3%4
beeeilealt with by Schalock (1974), V

CBE,As A Data Dependent;'Decision Oriented Approach To
The Governing of Education

In one respect this assumption is simply an extension of the pre-
vious assumption; for it is one critics aspect of making asystems design
approach to pros's/0m administration wor:k. ublic and-data dependent
approach to decision making within a competency based program extends to
policy as 'well as to's:lay-to-day operational decisiont. In fact, such an
approach may be,more important at the poricy.level than at the operations
level.' Unless such -clarity is.estahlished for policy decisions effecXing
a competency based program, particularly in its beginning stages, the pro-
gram may be seen as inconsistent width its commitments.

CBE Programs As A Means Of Increasing The Benefits Received
From Education Per Unit Of Cost Incurred

One importhnt aspeck. of the iohcept orschoel accountability is the
idea that schools should makeeareasonable.effort to show benefits received
fer costs incurred. While develo ers of competency based education models
and programs have made no assumptTlonabbout CBE costing less than Nadi -
Clonal programs, they have assuped hat in the long run CBE programs will,
provide greater benefits per unit of. cost than traditional programs.
Methodologies for conducting cost-benefit analyses are beitig developed
within the Context of CBE prdgoams.. They should facilitate comparison ....

he cost-benefit relationships between CBE programs and traditional
t

.

ams. .
,-,
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)
Some Things Competency Based Education Does Not Assume

To maintain a Wait perspective on CBE at least six limitations
must be confronted:

1. The cost of sigooling will not "decrease.

2. The process of schooliing 01 not be simplified.

3. The work demanded of stud9tIts will not be less.
4

4, Differences betwden students will not be diminished..

5. Studdpts-who graduate from a competencyfbasedvr?gram
will'not be equally competent.

ii. 0
6: Students who graduate from a CBE ptogram will not be

assured of success in later life. -.

s...., w
-

.
.Each of these _topics, is treated briefly in the pages that follow. Tir

analysis-of'costs and benefits associated with the competency based teacher
education program at Oregon College of Education provides additional.detail-
(Schalock, Kersh and Garrison,. 1976) v ithin the arena of teacher edycation. ,

CBE is not based on the assumption that thacosts.of schooling Will
;

dcrease. In all likelihood a fully operational competency baled pro-
gram will, be more costly than traditional programs. The .trade-off is that
both the short and long term benefits gained.per unit of cost are likely to 1,
be greater for competency based programs than for traditional programs.
The results of the.costs-brefits analysis at Oregon College of Education,
though limited to an analysis of.short term benefits, supports this' con-.clusion.

>
.

./
. .

While tr* ratio of benefits to costs may favor a competency based
approach to education; particularly over the long termyrthe immediate
question is: How much will it cost beyond what education now costs?
Solid evidence regarding costs comes from the are of competency based,
teacher education. OCE found that it cost the/C-611,4e only $62 per year
per student more to operate the professions ear of its competency based

Pc,elementary teacher education program than it its earlier program, and
this program reflects all of the defining and enabling characteristics of la
CBE proposed in the present mono§raph. A.hidden cost associated with the
progr4 is'an estiMated $510 per student per year cost that is borne by
cooperating schools for the added supervision and assessment called for by
the new program.(School supervi?ors spend an average of four and,a half
hours per week supervising students in he new program, compared to an..
average of two and a.half hours per week in the previous program.) But
this ad0ed cost to schools appears to be offset by the added benefits that
some through teachet participation in the program, and through the
contributions that better' prepared students make to school programs.,

a

To operate such a-program, OCE has had to shift resources
formerly allocated to-Classroom instruction and assessment (for
purposes of knowledge, and skill mastery) to supervision and assessment in
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field settings (for purposet of competency bcquisitiln and 'demonstration).
This same kind of shift will. prbbably need to occur in competency based
education programs, but this has simply reflected a reorganization of
'priorities in terms of kinds of outcomes to be.aekleyed,and thus is'regarded
as a benefit rather.than a liability.

4

Another encouraging finding about-Cost from the OCE study is the
relativeJi small amount of extra money required for program detelopment.Develop-,
ment costs amounted to only 10 percent of their original estimate, a figure
that is essentially unheard of in days of spiral\ing'prices and cost overruns.
These figures reflect in part a "make do" philosophy on the Oart-of the
OCE facuPty aliPd administration, but in large part they reflect the pplo-
sophic commitment of the faculty and administration to design and implement
a comp4tency based program that can be operated within the resources currently
available to the institution.

CBE is not based on the assumption that the process of schoolinvill
be simplified. A competency based approach to education in no way simplifies
the educational process. It brings order, direction and clarity of rtNicappe
to education, but it does not bring simplicity. 41k.faet, all of the following
process of CBE add complexity. The process of clarifying outcomes and,indi-
cators acceptable.as evidence of outcome achlevement;obtaining trustworthy
evidence of outcome achievement; designing instructional programs that.pro-
vide alternative learning experiences for -the realization of outcomes;
using evidence of outcome achievement as a basis'for program placement and
certification decisions; personalizing the instruction-learning-evaluation
process; evaluating program effectiveness on the basis of learning 'outcomes;
adapting programs until they promote the learning outcomes desired; allocating
resources on the basis of outcomes desired; and operating pr grams t
ppepare staff to function withih a competency based approachlto scholing.

O

But the added complexity is not impossible to deal with. In almost
all respects competenty based education simply represents an, elOoration or

' refinement of' what teachers-,and administrators already do, or would like to
do if "the system" were only a\bit different. Competehcy based education
represents good pedagogy, and,teachers. and administrators grasp quickly,
the principles involved. What takes time and energy, and in some cases
knowledge and technology that does not yet exist, is the imPlementatiOn of
the principles of CBE within the context of ongoing school programs. The
mechanics of assessment, data management, and the paLsonalilation of in-
struction represent major, developmental efforts for gbst schools, and a
major reorientation to the instruction-learning process for most teachers.
The interaction of the various characteristics that, make uli-A'competency
based program add even more to their complexity. The experience with
competency based teacher e4ucation, howeVer, indicates that with timt,
fadulty and administrators learn to .function within the context of competeiity
based programs as easily and naturally a! they function within present
day programbt

CBE is not based on the assumption that'work deman4ed of students
will be less. CBE makes no assumption about the amount pfswork required
,of students in a competency based.program. What it does assume is a
different kind of work. Students will be clearer about the outcomes to bAV
Achieved; many of these outcomes will be of their 6wn choosing; instruction
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'will,be linked more directly to specified learning outcomes; a wider varietty
of learning activities will be pursued in achieving particular outComes; rainy
outcomes will be linked more directly to out:of-school circumstances; a 1

portion of instruction will take place-in contexts, outside of school; and 1

students'will knee clearly whether and when desired outcomes have been__
achieved. In this sense learning widi become more goal directed and
varied than it often is in school today, and students will assume
-more initiative in defining both what the outcomes of schooling shall be"'and what learning eeeriences will be pursued-1-n achieving them. Whether
more or less work will be i olved will depend on the nature and number_of
the outcomes to be achieved, the level 'of performance expeCted in relation
td these outcomes, and the n and kind of outcomes pursued that are
not required for graduation.

CBE is not based on the assum tion .t differences between students
will be diminished. Competen based 'cation carries no threat of reducing,
differences between ,people. In , as CBE is now conceived, it'shoeld
heightehdifferences between individuals. A grtater clarification of the
outcomes desired of schooling, an opportunity for students to select from
among these outcomes those that are most adpropriate to their own interests
and abilities, and some assurance,that outcomes pursued will in fact be
achieved, are all features of competency lAsed education that are designed
to encourage and extend differences between individuals. The added commitment
of CBE to adapting learning acti-vit.444 to individual differences in background,
ability, and learning style,:and to allow differing amounts of time for
individuals tp achieve particular outcomes, is also designed to both
heighten the awareness of individual differences and to respond to
them.

CBE is not based on the assumption that'students o graduate from
such a program will be equally competent. On the basil -6f what has just
been said about individual differences

this non-assumption of CBE is pro-
bably obvious. At the same 'time, hoWever, many people on first encou ring
the concept of_competency based education assume that one of its ba c
premises is to assure that all students going through a competen based
program will be "equally competent" to function in outlof-school contexts.
This is simply no case. -Competency based` education assures the
achievement of a minimum el of competence on the part of those graduating,
but not equal competence. In this respect competency based education ensures
oillyoolge achievement of the foundation of education that a community deems
desirable. In every other respect CBE is designed to sharpen individual
differences, and enhance each child's achievement.in relation to his or her
potential.`

Such a.view of the purposes, of competency based education is in part
philosophic, add in part a simple recognition of the reality of differences.
AEI apprilith teeducation that is not committed- to facilitating the optimal
growth and development of each child while at the same time assuring a
minimum floor cf competence for all 'children, and facilitating both in full
recognition of the individual differences involved,wodTd be untenable. On the
other hand, an approach to education that assumes that schools can overcome
individual differences in learning ability and background tp the'point that
all children can be equally competent would be naive.

A host of factors contribute.,to competence besides schooling;.
for example; ability, experiences in the home, energydand the Psychological
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heilth and keup that-permits learning to be pursued. And of these
various fac rs Ihat_jead to competence, schooling may be the least
influential.

No malker what the approach to schooling,, the reality of individual
differences dictates 'th4t most students who graduate will' reflect minimal

.

competence in.some areas and unusual competence in.others, Some students,
of course, may:.-be unusually competent in all areas, and others barfly
competent in any;-but differences of this magnitude are rarely attributable
to schooling. At best, CBE can ensure a minimum level of competence fog
dealing-with selected life roles, and-more shoUld not be expected'of it.

CBE is not based on the assumption that students who sraduate from
such a program will be ,assured of success in later life. `The reEent work
of Jencks (1972) and others has demonstrated the tenuous linkage between
schoolihg and success in life even more sharply,than was suspected in the
past. Success in life is a function of a multitude of circunistances, and
depends only in part on spedific competencies. Moreover, success is deter-
mined.by performance in a number of life roles where various competencies
come to bear.

While schooling cannot ensure success in life, it can enhance each
pupil's chances for success by reliably and efficiently promoting essential
competencies. Schooling can make a difference (Smith and Orlosky, 1975),
and competency Based education represents an approach to schooling that
offers the promise larifyinq and erflarging that difference.

1
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PART I 1

A FRAMINORK FOR IDENTIFYING
PROGRAM OPTIONS 4ND ALTERNATIVES'
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I.
who might be involved in making decisions about content and-procedures;

OVERVIEW

Part II outlines a amework for organizing the information needed, (""'/Th

to.make decisions about the content of a CBE program and the procedures

to be followed in- implementing such a progt:am. The framework calf for

four kinds of information to be provided in support of such decisions:,--

(a) examples of content options available to schools; (b)-examples of

a

(c) examples of who should be governed by such decisions; and (0 examples

of procedures ttat could be followed in reaching such decisions. the

framework identifies helps organize,,the-se four kinds of informition

. 0- -0*-,
in relation to each o eidenttfying4Wdsnabling characteristics of

op .

fak .

CBE programs listed in Chapterhikaif Part 1 a's elementi of the proto-model

of CBE.

After describing the r4tionale for the decision making framework,

and illustrating how it is to be used, an illustrative set of options

for decisions is provided.

The usefulness of the framework in identifying alternative models

of CiE is also discussed.

Of
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Introduction To The tragigwork

///'-410 -

Indicated in Chapter.2, the defining and enabling characteris-
tics of aakompetency based approach to instruction that have be4n pro-
posed maki-do reference to content. Other than indicating that alpro-
partion.of the outcggees to be pursued by students- in schools are to re-
flect thability to Ihunction effectively in out -oft- school contexts, and' if.11 that some of these in turn are to be demonstrated in order to graduate,
the characteristics say nothing about what these'oacomes are-to be,
what form indicators of outcomeachievement are to take, or whatibe

. standards of performance are to be. Nor do they speak to the practices -

and procedures to be followed in translating content into operational
programs. The defining characteristics of CBE say neighing, for example,
about bow 'Instruction is to be carried out, how and when evaluation is t.
to take place, or how these activities are to be personalized.

-

In short, the protomodel of competency based education that has
1-been proposed is for all inte ts and purposes a process model, leaving'

decisions about the conte f education and thiprocedures by which the
various processes are to be i plemented strictly in therbands of imple-,
menting schools.

Decisions about both content and procedure,. of course, have major
imulications,for what happens in schools. They also have major implica-
tions for the cost al schooling, and far the difference.schools are likely
to make. Because of the far-reaching implications of such decisions,a
frmnework has been developed to assist communi;ips who wish to'implem6t
a competency based-approach to schooling In making content and procedural
decisions that are consistent with such an approach.

The framework identifies and helps organize the information needed
to nake decisiont about content and procedure in relation- to each/of the

,processet identified in the proto-moderof CBE. The framework calli for
' four kinds of information to be provided before, making such decisions:

.

(a) exaMptes of content and procedural optionsavailable to schools;
(b) examples of who m/Vbt be involved in making decisions about content
and procedures; (c) examples of who should be governed by such decisions;
and (d) examples of procedures that could be followed in reaching $uch
decisions. The framework takes the form illustrated in figure 4.

0 Options To Be Considered

ilodel. Character istic

OPTIONS AS TO .

OPTIONS - WHO40 TO
AS TO PARTICIPATE IN
CONTENT CONTENT DECISIONS

OPTIONS AS TO .

WHO IS TO BE
GOVERNED BY

CONTENT DECISIONS

E.g., OUTCOMES TO OE
ACHIEVED

.00

a 446

. OPTIOATE17---7
PROCEDURES TO BE .

,FOL,LOWED. IN REACH4Nt

CONTENT DECISIONS
.

11446

Figure A. A frameh;ork for identifying Alternative CBE Programs.
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. .
...- , e. ...For purposes Of the' ereseat mg 'n'ograph,evmples will Abe rovided

only for -tlie.c)Ph-tent ..ciimerrs ion of the deciVoil making pwe s. This
,Sall serve to illustrate how the frameWork is to. be applied and at the

i_ sane tmes provide some guidance 'fbr program planners who. ar -irri the, .

,process'of\rmakihs sCch deciSions. This marialso.be as far. as the frame:
:work con be applied in the abstract, for decisionsions about p ocedure -tend
Yo interact powerfully -with- decisions about content. Th s inter--.

laction goly mean that applying the .fraMework, to procedure deci- ,

s ions w1-have to ,wait until content decisronsrhave bee made. if this
is found t4O" be tr*ue,it 'sill also mean' at each impleme ting district . , ,,

will have to deCilop. its own set edural options fter decisions
about content have been reached. ymption is,st l i io be asted,

.

however, and if -,it is found that. th ework can be/applied vty(pera-

,

tiOnal procedures irLsh
,e,allwract subiaqu'ent drafti,of the mon taph

1'01 /reflect soc art pp.1 i cat ion.

helping districts make appropriatedecitkins about the content
4and. operation of their coMpetegcy based programs; the frameWOrk for

,

identifyiihrOogram ogtiogs is designed to assist in' the identtfi'cation
of alternative. sidels of CBE. By analyzing the mange of options available

. to school whee7Wlementing the gar ious . def i ningrang lnabli n-qb character i st tcs
.

of the proto-moddl, it.should'be possible to ident.ifyatterns of options .

that identify functionally= quite different approaches to competency '
.

based programs. Three such pattern 4 have been .identified, along with .
' 4.,.,4 Set of primary aid %econdary variations within patterns -(see Part III):

' ,ThIse few patterns°by no means exhaust the range of meantrigfol. patterns
teat can. bl, identlfied within the' jmplementatton options available. Nor

there any astuiranoe Arhat these are in `fact the most meaningful patterns
can 411,bentified. They do; illustrate.; however, thv farm which such

,pat erns c take;and as such represent a first approArmation to some
"aitecgative Mode.10 of CBE from which implementing;diTtricts might take ,

.guidAdEe.
--, /

.,

I .
a

a Decisions About The Outcomes Of

"SclaanagICI
Be Act ved

. .,
.. . ,

One_of ,the,early tasks to 1;0:attended' to in implementing a Compe-
.

two based toeducationii to identify theoutcomes desired from '
sthdol ing,'end,0 make them-public,to all concerned. Within the context
of the model Of CBE` that has jmeh proposed thi,s needs to be done in light:.

.

of '(a) An 'anallysis of the-s41141 context in which graduates of a school,
Will enteri .bolh -present arid ,aliric ipated; and (b) .what is known about
hutrlan deoglopment and learninglr As wish all other aspects of a gBE pi-o-

.. gram, Matter of -outcome isient jf i cati on , as tail -1 as the analysis of '

what is kn n about developilient_and ldarning, .is a ntinu.al -process. I

The.outd S-seilgted as:a .point of departure in oh a program.needir&I :'
be .r viewed per i odi 'to be uti they; Conti a to betpprdOriate,
and 1 t. not, changed: Th4 44ic i i ion .opt *IS pr ided: i.n Table e 1 should -4' ,

helpful in in i t i a t ing hiveview..
hst

# i
IP 1'

.

a

a
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Model

Characteristic

.

Distritt Lee'el

Outcome

N

Building Or
.Pro am Lemel
uuMmes

Table I. Options To

WHOA'
AS TO
OUTCOMES

vt'.4,. .4.
ex

, 11110',

Be Considered Ln Reaching Decisions About Outcomes ogo Be
. -

.

..-

ft'Options To Be Considered
TIONS At TO WHO OPTIONS AS TO WHO

if TO PARTICIPATE IN IS TO BE GOVERNED BY
OUTCOME DECISIONS OUTCOME DECISIONS

How broad are they 'to be?
What' of human activity
are the seflect/

iIre outcome at the district
level Orbe measured? if so
is a particular level of
achievement, in relation to
these outcomes to be required
for graduation?

If district level outcomes are
not to he assessed, are they
to be inferred from Orogram
level outcomes?

How broad are they to.be?
What domains of.human activity,
are they to reflect?

Are outcomes at the building or
program level to be measured?
If so Is a particular level of
achievement in relation to

outcomes to be required
graduation?

Now pre building or program

level outcomes to be related :7
to distric6ievel outcONes?
If program/level outcomes are
not to be assessed, are 'they:to

be inferred fromethe achieve-
ment of course level outcomes?

9

4

Students who are invited or
volunteer?
Parents who are invited or
volunteer?
Members of the cqmmunity,who
are invited or volunteer?

Armity members and school
administrators on a voluntary
basis? On a mandatdry basis?
Thb locafteachlir association?
Some combination of these?

1 ,

Students who

volunteer?
Parents who
volunteer?

are invited or

are invited or

Members of Abe community who Slh,
are invited of volunteer?
Faculty members and school
administrators on a voluntary
basis/ On a mendatory basis?
The local teaches association?'.

Some combination of these?

a

Achieved

ALA0?schools in the
district? Only some
schools?
All students in the
district? Only some
'students?
The local teacher

Sassociation? vi
these?

All buildings within a
district that offer a
particular program of
instruction?
All Phstructors who
are responsible for
Implementing a parti-

* cuter program of in-
structtomOn each
building
Students who enter re-
quired courses that
fail within a parte-
Color program?
Students who enter
courses within a pr
gram on en electiv
basis?
Thelocal teachqr asso-
ciation?
Some combination of
these?

OPTIONS AS' TO PROCEDURES

TO BE FOLLOWED IN REACHING
OUTCOME- DECISIONS

Recommendations by faculty,, reviewed and
refined by students and members of the
community?
Recommendations from parent and community
study groups, reviewed iand refined by
faculty and students?

Other procedures that are more Opropriate
given a-decision as to who is to partici-
pate `la content decisions?

The relationship-that is to exist between
outcomes recommended, tfie analysis of
social contexts and the analysis of what
is known about human development and
learning?

Recommendations by-ficulty, reviewed and
refined by students art$ members of the
community? 4

RecoAmendations from parent and community
study groups, reviewed and refined by
faculty and students,

Other procedures'that are more appropriate
given a ddcIslonas to who is to partici-
pate in cootent decisions?
The relationship that is to exist between
outcomes recommended, the analysis of
social conteXtt and tyre analysis of what*
is known about human development and '
learning?

Should progfam level outcomes be identi-
ftef only after district level qutcomes

been identified? \

program lever outcomes be used as
a basis for identifyini district level
outcomes? Competencies required for
graduation?

r
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Table 1 (Coned.)

*Model

Cbaracteristic'

OPTIONS
AS TO
OUTCOMES

Class Or Course
Level Outcomes

Individual

Student
Outcomes

53

0
How broad are they to be?
What domains of human activity
are they to reflect?" -

Are outcomes at the class or
course level to_be measured?
:If so Is a caftan level of
achlgovement in re on to
these outcowes.to be required
Jor graduation?
Utit are class or course level

outcomes to be related to pro-;
gram level outcomes? .

0

If course level outcomes are
not to be assessed, are they
to be inferred from the
4hievemeni of individual
students in a coca se?

Can course level owes be
treated synon y with
"competencies" to be demon-
strated for purposei of

- graduation? (or the reverse,
can competencies required for
graduation be demonstrated
through the achievement of
course level outcomes ?)

Is each student to meet all
"required outcomes"?
Now long may a student take to
complete required outcomes?
Are there limits to the number
and kind of "effective" out-
comes that a student may pursue?'
Are required and elective out-
comes to be found onlyin the
context of courses?

If requirdor elective outcomes
are to be pursued outside of

courses what ere the nature of
these outcomes? a

`MI

----------

OptionsTo-1i Considered
OPTIONS AS TO WNO 'OPTIONS IS TO WHO
IS TO PARTICIPATE IN ' IS TO BE GOVERNED BY

OUTCOME DECISIONSOUTCOME DECISIONS

Students who are invited or
volunteer?
Parents who; are invited or
volunteer?

Members of the community who
are invited ow volunteer? '

Faculty members and school
administrators on_a voiontary
basis? On a marwilikory basis?

The faculty responsible for a
particular program of instruc-
tion? .

The Individual facultyeembel.
or 0444 of faculty members
responsible for a course?
The local teacher association?

Some combination of 'these?

NMI

OPTIONS AS TO PROCEDURES
TO BE FOLLOWED IN REACHING.

OUTCOME DECISIONS

`-- All students who enroll
in a course where the
course Is required?

All students who enroll
in a course as an
elective?
All faculty responsible
for the coordination
of-a particular pro-
dlibm of instruction

within each building?
The principal of eedif+--10
building!
The perscon responsible

for the coordination
of.a part'icutar 6na-
gram of instruction
for at district?

The local =teacher

association?

The student?
The sjudenesalivisor or in'
structor?
The student and his advisor or

iristrUctor. Ihrough negotiation?

Sore combination of the above '

in conjunction with thetstu-
denes:parents?
Should- the participants in these
decisions vary for-required
outcomes and elective outcomes?

tl

-A

RecommendAlons.made by an individual .

teacher or group of teachers responsible
for a particular course, andreviewed by-
appropriate decision making groups?
Recommendatinns lade by the person respon-
sible for the instructional program with-
in which a course_residds, and reviewed
by appropriate decision Making groups? 94
RecoMmendations Cram parent and community
study groups, reviewed and refined by
facility and students?

ther procedures that are more appr riate '1-

given a Islam as to who is to par ci--

i
pate in tent decisions?),

The relat1ship that to exist between
outcomes. recommended; Nabe analysis,of

social contents and the analYsis of what
is known about buman.devalopment and
/earning? . ,

Stould coulle level outcomes be identified
only after program, level outcomes have
been identified?
Should course level outcomes be used as a
basis for identifying programs 10mi-out-
comes? Competencies required for geed-
tuition?

The student involved?
The instructor or
advisor tnvoived?
The stodeot's parents?
The principal ofa
school?
The central adminittra-
tori of a district?

The members of a
School .board?

Are individual student outcomes to be ar-
rived at through negotiation? Through
unilateral determination by students?
Through unilateral deterilnation by in-
structors oredvisors? Through some in-
teraction between instructors, students,
and perhaps parents? Through the setting
of district-wide regielrements and insist
ing that all students meet them?

'Now should -jhese procedures vary for out-
comes that ale required and outcomes that

pare elective?
How should These procedures vary (Or
children who are mentally, physically or
emotionally unable to achieve the out-
comes. required?

4
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Decisions About Outcome Evaluation And Certification

,

Once,desired learning outcomes have been established,a critical -n
Itep in a-4Rpetency based program is determining' hOw these outcomes a e
to. be evaluated, and bow' students are to be certified, as having met o not
met the outcomes required fOr graduation: 'This is the aspect of school-
ing that plObably- is changed most under a competency based approach

`Neducation,education, for.typically outcome measurement is a oroCess.not well attended
to in schools. In CBE it is central. It is in a sense the heart of CBE,-
for instructidh fn a competency based program, as well as graduation and
certification, is .linked directly to outcome measurement. So are t e ro-
ceases of resource allocation, and program adaptation, and the where all to
give meaning to the-concept of-school accountability.' Of equal import
is the fact that the stance a dretri.ct"takes with respect to evaluation
and certification has majqe impact the level.of complexity introduced
to the operation of schools, and the resources reqUired for theiropera-
tvion. .

4

For all these. reasons Itte decisions reached by-an implementing diitrict
about outcome evaluation and certification are ofcructal importance. As
outlined in the proto model of CBE, the evaluation-certification process
can be thought of as invaring five separate steps:

Identifying indicators to be used- as4 evidence Of
6

outcome achievement;
Identifying;the measures Pto be used in obtaining

,evidence of outcome ichieveient;
Identifying the level of perfeirmince on a pvticular'

measure that will be accepted as evidence of out-
6,6 come achietement;

Identifying tWe procedures to be followed.in:judging
whether performance meets the standards that haft ..

been set; azid
4

Identifying how i school is -to certify that a.student
has or,has not met an acceptable level* of achievi-
ment, and how that level of .achievement is toctie.
displayed in relption to stapdards. ,

These five steps are obviously interdependent, and decisions made in rela-
tion to one will affect decisions in relation to another. Moreover, it
is not possible to arrive at decisions about all five items at the same
time. For example, identifying indicators adceptable as evidence of
outcome achievement can and probably thould occur at the time outcomes

,

are identified,, but establishing standards for performance can occur
,

only after measures have been selected for the assessmtnt of performance,
since performance standards depend directly upon the measures of.per, .

forjnance used. Because the authors recognized this complexity, but were enable to
deal ith it in,the present document, separate tables hale been prepared to
facilitate the decision maxing process with respect to each of the five,
steps involved. As in the case of Table I, the entries in Tables -2e
are intended to be illustrative only; hey are not exhaustive, and Ney

krare not intended to reflect the:constr 'niof local circumstance."
r
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Table 2a. Options to Be Cons! red In Reaching Dectsions',
About IndOettors Of Outcome Achievement

MODEL
CHAKACTER)STIC

OPTIONS TO4BE CONSIDERED*

' District Level
Outcomes

Building Or
Progliam

Level
Outcomes ,

Class Or

Course,
Level'
Outcomes

If district level outcomes are to be evaluated, ih performance on standardized
achievement measures to be used as evident of the achievement of some of
theseoutcomes?,

Ark measures ofbtudente,performahce in relation td courseor program out-
comes to be used as evidentef the aChjevement of some diStrict level out- . '4

comes?

Are, judgments of a student's peers, parents or members of a "community eval-
uation team" to beused as-evidence of the-aChievement of some district
level dutcomes?

,

Are some distrrctlevel outcomes to be "competencies" reouired_for, gradua-
tion?- Are outcomes other than competencies required for.graduati,on?
Do'irldicatOri of outcomes required for graduation asSume,different
properties than indicators'of outcomes not required for graduation?4

Is performance on standardized a.chievementmeasures. to be used as .evidence
of achievement in nelptiOn gwone building or program lever.outcomes?'
Are measuresof student performance in relation to course level outcomes '

to be accepted as evidence of outcome achievement at the building or
program level,

Will a special set of measures be developed and used as evidence of out- '

come achievement-at the building or.program level?
Are judgments of a student's peers, parents or member of a .ommumity eval-
uation team to be used as evidence of outcome achlivemeni at the buildin
or program level?

Are some'program lever outcomes to be "competencies" required for gradpa-
-tion? OutComes other than competencies that are required for. graduation?
Do indicators of outcomes required for graduation assume different
properties than indicators of outcomes not required for gAeduationl .

ek

1 -_

Will teafter made tests be'accepted as evidence of outcome achievemegt at
the class or course level? '

Will teacher judgment, based .on a review of, work chime or products produced,
be accepted as evidence of outcome achievement at the class or course level?

Will peer judgment, based on_parcipation jn work activities or a review
of products produced, be accepted as evidence of outcome achievement at .

this<Tevel?
Will judgments of a student's parents or Members of a commun y evaluation .
team: be,.accepted es evidence of outcome achievement at this level?

Are-any course level outcomes to be."competencies" required' for graduation?
Are outcomes other than. competencies required for.graduation? Do
indicators of outcomes required for graduation assume different proper-
ties .than indicators of outcomes not rridired for graduation?

0
* Optilns must also be considered as to.who is to participate in making-decisibni about

indicators, who is to be goNerned by such decisions; and the procedures to be followed
in making such decisions, but these have not been listed in thepresen able. Since
the listing of such'options would involve a great deal of retaikionthe r r is
referred to columns two, three and four in Tpble 1 as a point of departure,

9
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Table 2a (Cont'd.)

t-
MODEL

CHARACTERISTI-C
OPTIONS TO FIE CONSIDERED

Individual
liedent
Untcomes

Will teacher judgMent, bas'ed on a review of work done or produCts pr
be accepted as-evidence of outcome achievement for individua.Mtudents

Will peer judgment,_ based on participation in work acti'vities,or a review
of-products produced, be acceptedas evidence of outcome achievemdht
.for indiiiidual students?

Wilrjudgments of a student's parents or members of a community evaluatioe
team be accepted as evitence of outcome achievement for indiv-i-dual
students?
% .

low

tt

4

.41

J

O
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TIlriajb.- Options To Be Consider
Decisions About'Neasu

Reaching
f Outcome Achievement

OPT-40NT TO BE CONSIDERED*

Djstrict If some district level outripmes are to be assessed through use of standardized
Level achievement tests, what tests speciffcally are to be used?

.

OutcliTes- If measures.of student performance in relation to programoutcomes.aoe to be -
toed as evidence of achievement at the district level, what measures speci-
fically are to be used? And how are they to be used,for this purpose?

. If peer or, parent judgments, or the judgments of a community evaldation-,

/ team are to be used as evidence of outcome achievement, what form are these
judgments to take? Ratingt? Observatidnal records? Evaluatiormdf products
pr duced?

, *

Buldi29Ar If sane program level outcomes are to be Ilasessed thr Ough use of standardized
Program, ac ievement tests, what tests specifically'are to be used?

.

Level If special measures are to be developed for purposes of assessing bui ding-or
Outcomes program level outcomes, what forms should such measures take? Should they

be "criterion- referenced " measures? Should the.' be "domain-referenced"
measures? Should they be terntnal measures, that =is, outcoaliss assessed
only at the completion of the program,or should they-be measures that are

0... obtained on outcomes demonstrated throughout the program?
.

If measures of student performande in relation to course' level outcomes are .
-, .- to be used as evidence of outcome achievement at thebuilding or program

level,- what form should such measures ake? Should they be criterion-
referenced measures? Norm-referenced asures/ Domain - referenced mea-
sures? Also, -how are such measures to be used,for.this purpose?
ISpeacor, parent judgments, or dgments of a community evaluation

. team -are to be used'as evident outcome achievement, what form are
'these judgments to take? Ratings? Observational recorda? vatuations
of products produced?. I

.

.

.Class'Or if teacher made tests are accepted as evidente of outcome achievement at the.__
.Course class or course level,.what kind of-teacher made tests should be encouraged?
Level Also, shoUld they be treated as "mid-term" or "final" examinations, or

-

Outcomes should they be designed to assess performance in relation to a pprticulaT
outcome whenever a student.or group of students wishes to be evaluated in

,

relation to that outcome?
. I ,

If teacher judgments in relation to products produced by studas is to be
.uSed 4, evidence of outcome achievement, are these judgments to be in the
form of atings? Will there be a description of the strengths and weak-
nesses of the product, accompanied by an evaluative judgment such as, ,
letter de or pasv.fall grade?

;

'lc The reader is

n making dec
. who might be

ing such deci

referied to Table 1 for a
isions dbodt measures used
governed by such decisions
sions.

,

t
1.

listingof Options as to who might participate
to assess the achievement of desired outcomes,'
, and procedurekthaf might be'followed in mak-
,

63
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___Table2b (Cont'd.)

r

a

MODEL

CHARACTERISTIC

Class'Or 4),

Course
Level

Outcome
(Cont4

;bi

OPTIONS TO BE NSI ED

. --

Individual 4

Student
Outcomes

',
4.-...lf a stude is peers,`Or someone else from the commuhity, is to judge a stu-

dent's products as evidence of outcome achievement, what fort should their
judgment% take?... ? t.

.If teache# or peer judgments are sought about performanCe outside the con-.
text of formal teats and product reviews, what forms should such judgments
take and what evidence should be collected 'in supportimpf such judgments?
Should judgments take the form of ratings or letter grades, and be sup- ...

ported by video tapes, or observatkpn records? Would the pooled judgtnents
of two or three independent observers about the, quality,of performance be'
accepted?

,

If individual student Outcomes are to be.comBined and analyzed.for purposes
of determining class or course level outco

,ires howis this to be ant?
,

All, of the measurement opfibns listed for class or cotayse level outconies
apply to-the assessment of Andividuallstudent outcomes.

/-------

sr
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Table 2c. Opt -ions To Be COnsidered In Reaching

Decisions About Performance Standards

MODEL
CHARACTERISTIC

OPTIONS TO BE CONSIDERED*

District =

Level

Outcomes -*

Building Qr
Program
Level

Outcomes

Class Or
Course
Level

Outcomes'

If some district Jeveroutcomes are to be measured by standardized achievement
tests,,, what norms are to be used asthe-level of_performance desired on the
part of students in the district? How is the desired level 'of performance
to belestablioired?

If district level outcomes are to be measured in.terms of performance in
relatiOn to-building or progl.am level s, how are performance stand-
ards to be established? Are the be established in terms of the'per-
formance of studentsin a distri who have completed a. program of study?*
Are theto be established without ny reference to student's actual per -
formancewithin a program ofstqdy? What difference would it make to such .

decisions if program level outcomes re assessed in terms of criterion- or
domain-referenced tests instead of no -referenced tests?
f evidence of outcome achievement is to be in the form of judgments about
performance or products, are performance standards to be in the form of
a particular rating or, srade, for example, a rating of 3 on a 5-point.

j

scale ora grade C on a scale of A to F? Do perfdrmance standards in-
volving judgments require statements about the number of times a student's
performance is to be observed, andunder what .onditions,or the number and
kinds of products-to be reviewed?

.11b

Ail of the options outlined in relation -to performance standards for district
level outcomes apply to the issue of_performance standards for building or
program level outcomes:though class 4r,course level outcomes would-have to
'be substituted for program level outcomes where appropriate.

Are performance standards for outcomes expected from a particular class or
course to be criterion - referenced standards or norm-referenced standards?
If they are to be-criterion-referencedl how are these standards to be
,established? And do they apply to all students within aclaps or course,
or only to,students who can meet such sta s within a reasonable period
of time,and with reasonableip7re alloitn? If performance standards
for course level Sbtoomes a e be norm-referenced, how are the standards
.to be established?
If judgments - by-teachers or peers about performance or products are to be ,

used a evidence of outcome achievement,lare performance standard{ to be
in the form of a particular rating,cr grade? Do performance standards
at the class or course .level*involving judgments require statements about

number of times a student's performance is to be observed, and-under
what conditions, or the number and kinds of products to be reviewed? ,

,
* See Table 1

performance
be followed

I I,

for a listing of options as to who might participate in making decieOns abgut
standards, who might be governed by such decisions, and procedures that might
in making such decisions.
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Table 2c (Cont'd.)

MODEL

plARACTER4STIC

(Individual

Student

Outcomes

4

OPTIONS TO BE CONSIDERED

ff teacr made tests are as evikence of outcome achievement for
individual students, how are the performance standards for these tests to

'be established? Is an expec.ted performance li41 to be setwithout refer-
ence to actual performance on the tests involved, or are performance
standards to-os established in light: of student performance on the test?
(This 111,.not:to be confused with assigning norm- referenced standards; it
deals, -raticer, with being sure that the performance standards set are
'realistic, given the ability and background of students, the time avail-
able for instruction, the availability of instructional resources, etc.)
If judgments of pupil work or pupil products are to be taken as evidence'df
outcome achievement, what form should perfCrmance standards take?
If judgments by teachers or peers about performance or products, are to be
used as evidence of outcome achievement for individual studenti, are per-
formance standards to be in the form of,a particular rating or grade?
Do performance standards involving judgments require statements about the
number of times a student's performance is-to be obseir d, end, under what
conditions, or the number and kinds of products'to be. ed? _

.
36.
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MODEL
CHARACTERISTIC

Table_2d. Options To Be Considered In Reaching Decisions

About Evaluating Performance In-Relation To Standards

OPTIONS TO BE CONSIDERED*

District
Level

OutcOmes \,

Building Or
-Program

Level

Outcomes

Class Or
Couise
Level

Outcomes .

Individual

Student
Level .

Outcomes

.
- ..,.. ..

.. .

If district level.outtomes are to be measured, how. is pefformance in relation
to these outcomes to be evaluated in terns' of the standards that have been
-set fOr them? 'Is this to be done by diftrict personnel and rePorted to
parents and teachers? Is it tO be done by. building level personnilr ih
conjunition with parents and students', end reported to the schoorboard
and Community at-large? Is it,to be done; by. persons, responsible for'the
administration 0 instructional programswithin the district, and reported`
to appropriate school authorities? Some combination of these?

If building or program level outcomes are to be'measured, how is performance:
inrrelation to these outcomes to be evaluated in terms of the standards
that have been set for them?. Is this to be done by district personneWand
reported to parents and teachers? !sit to be done by class or course
level personnel, in conjunction with parents and-students, and reported
to the school board and community at large? Is-it to )4 done by persons
responsible for the administration of instructional peograms within the
building, and tePorted to appropriate school authorities?' Is it-to be
done by teacher" responsible for instruction that occurs within programs,
and reported.toappropriate district personnel? Some combination of these?

If class or courseevel outcomes are measured, how is performance in rela-
tion to these outcomes to be evaluated in terms of the standards that have
been set.for them? Is this to be done by district personnel end reported
to parents and teachers? Is it to be done by individUarstudents, in con-
junction with parents and members of the community at-large? Is j.t to be
done by persons responsible for the administration of the instructional
program wjthin. which a class or course retts,"and reported to Appropriate
school-authorities? Is- it to be done by the.teacher responsible for in--
struction within a particular course, with reports,goidg to parents,
principals and other appropriate school officials? Some combination of
these?

How is an individual student's performance in relation to the Standards set,
for a partitular outcomes to'be.evaluated? By his or her advisor ? ,74ty
the instructor responsible for facilitating the development of a pgticular
learning outcome? A jury of peers? A jury composed of a peer, a.teachet
and.a member of the community? .

How- should the procedures used in ey..aluating performance-in relation to
standards vary for outcomes to Onemonstrated for graduation as opposed
to outcomes not required for graduation? How should they vary for outcomesrelating to "competencies" as opposed to outcomes relating to "capaci-
ties" (e.g., knowledge and skills)... __.

* See Table I for,a listing of options asto who might ParAicipate in making decisions about
'exaluating performance in relation to.standardsr-who might be governed, by such decisions,
and procedures that might be followed in making such decisions.

6
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Tabl'e 2e. Options To BiConsidered In Reaching Decisions About
The Certification Of Outcome Achievement

.

V

MODEL\
CHARACTERISTIC

OPTIONS TO BE CONSIDERED**

For Outcomes '-

Required For
Graduation

Outcomes Not
Required For
Graduation

Will numerical ratingsthat 'correspond to,performante in relition to stan-
dards-set for each.outcome .to be demonstrated, where the ndMerical rating
reflects less than acceptable-performance, acceptable performance, orout- .4,4:
standing. performance be used? Will a'Iimple pass-fail or acceptable-

_

non-acceptable description-of performance in relation to each outcome to,
be demonstrated be used?' Will there be some written description that 441Wri

a
summarkzes performance in relation to standards set foreach outcome to
be_demonstrated? Will one of the above translate into a "profile': of per-
formance across all outcomes to be demystrated for graduation? dill one
of the above be accompanied by a portfblio of work and performance evalu-
ations, with resOUZI to each outcomeo be demonstrated? "-

Should certification andperformance display procedures vary for ",competencies"
to be demonstrated and "capacities",to be mastered?

All of the certification options outlined for required outcomes could be
applied to outcomes not Tequiredtfor graduation, but whether resources
should be allocated to certify achievement in relation to such outcomes
it an open question. An alternative' procedure would be simply to list Ole
non-required outcomes that have in fact been demonstrated, or to list as
schools do now the various le-Wiling experiences (courses) that students have
taken part in during the course,of their school experience. A third
alternative', of course; would be to deal only with perfoi-mance in relation
46 required outcomes in the certification process. While logically con-
sistent with the pHilosophy of competency based education,this would lead
to a loss of consideraktewinformation.that could be of value to the.gradu-
ate as weWas others..

* See Table 1 for a listing of options ae to who might participate in making decisions
' about the certification pf outcome achieyement, who qight be governed by such deci7sions, and procedures that might be followed in making such decisions.
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Deci4ons About The Design And Operation i'
111

/

, of Instruetional-Proorams
. . .

.
4

. -. -0- . i. .
HistoricaltydiniirUction in schools has'tended to be irganized'.

thearound subject matter rather than well defined outcomes desired from e
educatkonal prOcess.v4hile,coenpetency based, duc tion is in-no way anti- .

* subject matter in its orientatlba, t does'requ re tha instruCtion bem. .

organized primarily in'relatiOn comes rat r n disciplines ors. ..- ,
.

.some other organizing"framewerk. e extent .that desired outcomes are_
Lied specifically to a discipline, instruction wi-thin a competency based 4.;47

program would still appear tp be-organized around,disciplines, but this
would not in fact be the case. . pol '

..
.

. ,

Fortunately, a goon deal has Ain learned during the past half-decade
'i about.theorganization and operation of instructional programs- for purposes

t
of taigeted outcome achievement% .4he experience of competency based educe-

. tion 00th MOlulacjzed instruction, and the experience gained in mastery
'learning programs at the elementary and secondary level-, have pcov4del a
Wide base of experience in thif regard.' So too have the Tong histories
of work in programmed instruction and the development oill'eCifi4 skills

.

wiThin military andfindustriersettings (ldjing, 1972; GagXand Wiline,
1975). Surprisingly, instruction in relation to iltae development'pf ,-r.,

* bility (competence) in job4Or life-roles qutside oi a school contextalbo,
h a Jong history, though it often gees unnoticed. Thil'ihistory .

'Araws heawtly on the concept of sUpervislon within the conteXt-of pl-ofes-_

sional preparation programs and industrY. Collectively,tbese'vrious I .
histories of experience with'instruction toward .targeted outcpmes provide
a rich .base for planning instruction within.thecontext of competency sed.

_ .elementary and secontla y programs:
-. v

i . .

-41.
. 1

. .
.., .

t-
c

.

.
Independent of t varibus structures and proCeieres employed t compe- '

tency,based_instr n, and independent of the subj ct Matter area wi hin
which instruction s,;ompOiteocy based instructional prograMs vitt!
always4havelhree definingcheracteristit% :

_

. -. N

'

4

'44*

OlOth *Intent and process are
. ,

1clearly.Ainked,to the
.outcomes .4esi red.;

. / "0
-j Clearly identifiable alternative slearning experienc ia

.- . .
.

.

.

are Olgvided for each outcome to. be(ichieyed; and
,

.

PerformanceMn relatipn.to istabAshed standards is.

. clearly relied upon ai a basislOr program Oiaoeme7p
. .

.

decis including program exits. and.certification
decisi

.

Some of the options that adopting districts:.have.in relation 'to these
three features of competency based instrucWon are listed in Table 3.

, . 0 -

*
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Table 3. Options To Be Considere
.And Operation Of C

10,

MODfL

CHARACTERISTIC

. /

. r

la Reaching Decisions About The Design ,

ncy Based Instructional Programs

OPTIONS,-TO BE CONSIDERED*

114,.The linkage

1-of content

and process
to outcomes
des):1c1 .

A

I

Is instruction to be "moOwlarized"--that is, divided into well defined units
of instruction that take heir focus and organization from the particular
outcomes to' be achi-evedr if so,a,re the instructional modules to be"pack-
aged" 5o that students ma work through them at their own leisure7 Are
instructional modules to b thought of more broadly than individual learn-
Frig packets,and include in them some lecture and small_group learning.
actilities Will the...concept of modularized instruction apply to ingtruc-
tion.for purposes of competency acquisition and demolOtration, or will a
different view of instruction have to emerge to .accommodate the demands
of tenc, acquisifion? Will the concept of modularized instruction

ply t the achievement of'outcomes that are primarily attitudinal or
ocial in nature?

competency bawd igstruction is not organized within the framework of
dules, how is it to be organized? Are courses still an appropriate unit

of organization for instruction? Are indtvidual instructors? Areteam%
of instructors? What are the implidittions Of competency baseinstruction
for the organization and use of instructional resource centers? What are
the implication% of comOtency baSed instruction for the organization and
use of textbooks.plid published currIllular material?

.

Apart from the orgarizationaj implications of competency based education, .
what:are its implications for instructional strategies or methods? Are
somesciep).of ouicodies acquired 'better through usd of particular instruc-
tiona st ategies or methods? Are some Wategies and methods effective.'

,

. in relation to particular dbtcome for some children, but not for others?
What do we wed to know about outcome:-aptitude-treatment interactiop that
we do not pisently know?

?

The avail-
ability of
alternative

"- learning
experiences

. for the
achievement
of outcomes

How manycalternative ladyng experiences shoUld be available for till,
achievement of a particular outcom, , and how should these experilOces
be different? For example, should there be at least two..learning options,
each of Filch makes use of quite differinkinds of learniag,experiences?-
Should, there be a range of options available for both gifted anti aver'Sbe
children, as we31 as children who will require more time and effort to
ichier the butcoMes desired? ,Should alternative rearrilhg outcomes be -
'tailored 'to fit children who have "preferree learning styles? To ;what
extent should alternative learning experiences reflect the interests
and preferences of instructors rather thin students?

* See Table 1 for a listing ofoptions as to who mightpariiciatein making decisions
about the design and operation of competency based instructional programs, who might
bgoverned by such decisions, and procedures that might be followed in making such
dects.ions:
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Thble 3:(Coned.)-
' t

MODEL

CHARACTER I S \C

"A reliance on
performake
in relatioh .

t4 standards
as abates
for program
placement

decisions

,I

OPTIONS TO BE CONSIDERED

Aire

Should there be the requirement that students engage in learning .expiriences7
oriented to the- achievement of a $acticular.outoome only after evidence
has been obtariiit as to a student's standing with respect to that outcome?
(Thvmatter of pre-assessment, and program placement on the basis-ofre-
assessment data.)

Should, evidence ofa student's rogress toward the achievement of a particul-,
lar 'Outcome be collected syst tically during theiyourse of-4nsteUction,
and used as a basis for planni next steps in thetinstfuction-learning
process? If so, how frequently sho ld such information be obtained? What
meatures of progress'in relation to outcome achievement shoUld be used?
Shouf8orogress measured be reported? How,should such-information be
reported to-students What is the student's responsibility for acting
upon such information?

Should students be required to demonstrate mastery of a particular outcome, ,

beforerarkIng oil other outcomes that dre assumed to depend on its achieve- '
ment? How many outcomes should a student be permitted to work toward at
any one time? How lofiggsnould.a studentwbe permitted to work on any
parti,culatoutcome, and how many times should a student be permitted W.--
challenge an outcome without demonstrating mastery?"

Are all outcomes required for graduation to be achieved before a student cangraduate? What'would happen-if ail but one or two required outcomes were
able to be demonstrated, and additional instruction seemed to make no dif-
ference in terKs"of the.-master ytr( the on4/or tcomes uqcompleted?
Are.the standards setjor'outdOme achievement ver \to be modified to
accommodate individual learner circumstanc&, or ill the realities of
settingsand individual characteristics be allowed toifinter decisions about
outcome mastery? To what extent will ouxstanding peeTormance in relation
to outcomes desired, aveell as poor performance, be recognized in the
certification process? Will certification and'the descriltionof per-
formance-in relation to standards. be designed'to provite as much information
as reasonably postibli about t, strengths and abilities of individual
students, of will it be designed to indicate only that a student. has met

,

.or not met graduation 'requirements.
,
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Decisions' About Peroonalizinq The

instruceion-li4rninEvaluation Process
. .

.
. .

,
.

.
-. .

As pointed.out in Chapter,3i the gress-to personalize the instruc-
tion-learning-evaluation protess'comes fronj, two sources. The first is a
philoscmAic commitment to the need "to adapt instruction, anifthe'outcomes'-

. $

to be achieved through instruction, to individual differendes in learners., 11
,, ------ The second is the recognition that within a mas

.

I ruing approach, % .

learners must have access to alternat,ivemeans,c a iving.desired out-
comes and varying amounts of time to bring to heir achievement. The ,,!

last entries in Table 3'illustrate t.i ncept of performinceltan-
dards in relation to designated mutt onflicts with thesconeept.of t

individual differendes in the interests a d abilitiesof learners, Oven ;

at the point of graduation-certifcation decisions' - , ,a
, . , ,A
Independent-of the reasons for wishing to'personalize the .instruc-

tion-learning-evaluation process within the context of CorilpetenCy,base'
education; the fadt Is that -there i o option to' clO so.-/moreover,,iore

ighthan time and learning a-1 ternatieve ust be varied, for when outcomes t. *,

take the form Of competencies"there matt be procison fer the negotiation-
of 'Alt those outcomes are to be in light of. the contextih which. they ,

are to be demonstrated. 146 Schalodis hes pointed out elsewhere C19741,so
long as the outcomes pf schOoling are.defined prifrily in terms of the
mastery,of knowledge, the personalization of instructton,and assessment--
with the exception of having to piride alternative lea'rningexpe'riences \
and varying amounts of time -=1s optional. As outcomes become more complex,
however, and demanding of performance in job or life role situations, the
instruction-learning-evaluation prodess.must of necessity,become more ._,4

_

personal and idiosyncratic, in ltt operation. . b.

Given this requirement of competency based education, how is, its
personalization to occur? Various means arp suggested Within.the'defin-
ing features of CBE (seep 1811and these are elaborated in Table 4.
While the simple listing of'options available 4 program planners does ah
notwreflect,the interdeftendenee,between decisions about the var,ious.op-
tions listed, it doeSprovlde a point of ,departure for thinking through
the personalization process. .

,

-

,

e

I

S
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Tabke 4. Options To Be considered In Reaching Decitions About
Personalizing The Instruction-Learning-Evaluation Process

MODEL.

CHARACTERISTIC

4

OPTIONS TO BE CONSIDERED*.

Outcomes
required
for

/graduation

(

, To what extent wi11 students be able to negotiate t:he outcomes required for
'graduation? Are these ti be fixed by a schoordistrict, with 411, students
havtqg to demonstrate mastery of 'the sime setof outcomes? ,Will. asdistrict
'require no specific outcOmesbut indicate that tppropriate outcomes must .-

be e4taqished aild.demonstrated by each student-in order to graduate?
Sc ime comdinationAiof these'? For example, a non- neogtiable set of outcomes,
and a negotiabte set?. -,

1
, ..

. ,
,

`Aire indicators of outcomearchieVement open to negotiation? For all outcomes,
rewired 'far gadUatipn? lgily for competencies to,be demonsti'ated for
gtadUation? Are indicators of outcome achlevemenie:establrkhed by a district,
b t students permitted to negotiate which of the accepted Sea they wish
to use? : -,

. ,
-,,. .

Are'the Procedures to be used in assessing outcome achievement tebe pegoti-
.able? Are they to be iixed?' Or will slipdints be able to negotiate only ill

within aisaccepted set" of,,measures:adopted for the assessment of particu-
lar outcomes? -Solve combination. of. the above?,, Will this in part depend,
on the gnditatovsfand measures- of VcomeachieVement to be used?

T To whet_extent will the standards set:for performance 'in relation toa
parlicOar outcome be; neg§titblOt Will this in part depend on the indica- ,.

prs and measures of outcojne Achievement to be used? if ,standards are to .

i. be-aegotiatet what meaning does the concept_ of performance standards have?
If performance itandOde,c0pootbe n tie; d, hat mearPing does the con -

1.`

a

*.See Table \1 for a listing of options. asto who might 'participate in making declsiorjs .

about personalizing the instruction-learning-evaluation process,. whp might be governed 4
by suchdecisions, and procedures that might be,followedirtmaking such, 'decisionsI

cept ofya eriOnalized,approath ttaz,
To what,ex' nt are thp learning-activities to 6 pursued while working toward .

the achieverient of.ohrticular outcome to be personaliied? 'To.what extent
wilt the environments Within which outcome achievemerit is to be pursued
be personalized? ,For example, is learning to be confnedtO a pariicular, :
tlassroom? A classroom,-a:JiNkary and a.learning resource center? A
number of -clasirooms withih a particular school? Or.can:it be extended,
througp'negbtiation, to a nuMber of schools? -A,schooi and a community 4,
cc:010e? -A school. and a 8Ommirniv-at-large?,

. M
io whit extent will time be free to:-vary in the instructional process? Ara
.iiiiilimftationsto-be placed on the achievement of parOculary)ut4Omes--
for-example; a weeks a month, or a year?' Are timenonstratritsto be put
on. some outcomes and not, others.? Within whatever time constraints that
4yst, will_ there be limitt plated ori,the:number of outcome'demonstration
attempts Permitted without penalityfe For example, can a student attempt
to demonstrate attderof a particular outcome three times witbout.penalt0'

Twice? Five Uies? Does the number of demonstration altemqs apowed interact
-

the Aength of time perpritted for a,competency deldonstration? Does

JO,

'.

!
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Table 4 (Called.)

.L

1

- -110DEL

CHARACTEAISTIC

'Outcomesj\--1
riquirid
for --,

graduation
(cont'0;

OPTIONS TO BE CONSIDERED

Outcomesot
required
for

graduation

, the number of demonstration attem is vary witkLthe'ability of the students
involved? With the nature of the outcome to be demonstrated?What is the
maximum_- number of demonstration ttempts feasible in terms of the time
and resources available before" slt dents must be required either to re-
define the outcome being worked t and or renegotiate the performance
standards tharlfave.been set for outcome achievement?

.

To what Atent will the instruction- learning - evaluation process be person-
alized in relation to outcomes not required fdripgraduation? Will it be
greater than for outcomes that are required' Will it:be less? Will It.
depend on the nature of the outcomes.being worked toward? To what extent
does this set of, decisions interact with decisions made about performance
standards and ,midencelof outcome achievement for n&-required'outcomes?
To what extent do such decisipns interact with resource availability and
ph i I osoph c, commi tment? .

.

e

A .

a

a
e
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4 '
Decisrone-About Improving The,

Instruction-Learnfng-Evaluation Process

,
. --7

)

As indicated repeatedly, a.dominant feature'of competency bated
_......,40ucation is its incorporation of systems principles_as a basis for pro

i
/ -gram improvement. As applied to education the essential features of

systems theory ate (a) clarity, of outtoMesto be achieved (b)
the design of instruction-learning programs to achieve the butallip
Aisiret (pthesystematic assessment of achievement in r*latidn to
outcomil Osired, and the adarhatiop of Online instruction as needed en*
the bas4s bf outcome InformatroK; and (d) the adaptation)and imprpvement
of the instructional progrip as.a whole on the basis of a wide variety
of data 'about pr gr1M effectiveness. Of.primary importance in this re-
gar ail data'coming( from formative and summetive evaluations of (a) the
prod =-.s' involved inzprogram operation, including the-reaction partici-.
pants e pc .s raw; .(b) the perforMance of staff within the prog.ram;
and (c ' n the costs antenefits associated with program opera- A
,tion he achievement of learhiffg qmScomes desired from the II
pro ram,., at from research studies deSired to determine the
1. . term effects of the program. Some df the optionsevailable to
schoo istrkis relative to these various processes are provided in
Table 5..

.

. . A :
A

Dec isibns bout Mena in The Process Of Schoolin
-

The.options fo program design presented
.

in Tables through 5 deal
only with the defiRi g characteristics of CBE. There remain the!,,four en-

- ebling characteristic , anorthese'obviously Nesent a similar range of
de"sTgn optioni for pro ram.plahners, Moreoyer,.the decisions to belmade

.
about-these charadteris tcs areexcbmple,e.and far-riaching as decisions.

. iso abbut any of the defi% ng features of CBE programs, and are just as intik:.
. dependent. BecaUp pace consderationv, howeimr, and because the '
. reader pietbellly has as ch.detair as can be managed at this point .about

prOgram options, further attention wilt not-be given these characteristics.
In the present monograph'. Paper.#3.11the sdries ApaperS coming from
he £regon Competency Based-Edutation PrograMdeals with these characteristics ,
in greater detail, and so,the interested reader: is not wiehout further sr

access to-tuch .information. The implications of these chaeacterisrics
are reasonably straightforward, however,,andrcereful -reading of Chapter

' ., C', . 2 (see p. 18) will suggest a variety of; opt ns as to 4.1o1.4 they might be
. 4.., , .

implemented.
.0

.

..
. .

.ti
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Table 5.-Options To Be Considered In,Reaching Decisions About
IMproving The Instruction-Learning-Evaluation Process44

. .MODEL

'CHARACTERISTIC

Formative and

summative
evaluation
of program
operations,
including

the reaction
of partici-
pants to

the program

Forniative and

summarive
evaluation
of tli
performance
of staff
within the
program

Summative.

evaluation
of thecosts
and benefits
associated
with. program

operation,,

learning'
outcomes
achieved

Research on
lonlg,term

,-. program
effects,

.

OPTIONS TO BE CONSIDERED

To what extent are formative evaluation procesits to be incorporated as an
ongoing aspect of the program? What is the nature of the formative evalua-
tion design? What program operations is it to be directed toward'? What ,

provisions are there for data from the formative evaluation studies-to
enter program adjAistment decisions? ho in the school setting, s to col-
lect such information? How'wide ange of program participants is in-
cluded in the evaluation design, nd what proportion the variods: groups
of participants is included in the evaluation sample? Who is to summarize
such. information and ready it foe use by decision makers?

4

)iTo what )C tent is the.performance.ofstaff to be evaluated? What `will be

attended to in the evaluation of staff performance? For example; will
Ordence of outcdme achievement on the part of students be considered?
How is evidence on staff performance to be obtained, and who -is to obtain
it? What uses are to be made of evidence abdut staff performance?. Who.is
to see the information collected about staff performance?

f

,

Wilt, evidence on the costs aSsociated wIth prograM operation be systems 'tally
collected? y it.ir, what aspects of the program are to be costed', an .

what cate§ories of cost.are to be reported ?., In addition to learning out-, --
comes achieved, tow are program benefits to batlefined? Who is to collect
evidence on costs and benefits? How is such. evidence to be used in Cleoi-
sion making about the program? Who is to see the cost a41, benefit informa-
tion collected? .

. _ '

,

1'

.

IS a prograin of research on the long term effects Of the program to ble-under-

taken? If it is, how shOuld the .follow -up study be desTed? HoW should
long term effects be defined and measuiediwHow large 'a/ ample,of graduates
piaci-to be followed in the study?' ,How long should graduates.be followed?
Who should .do such a.study? How are the results of such 9 study tdibe i
used in making decisions about the.program? WO is to see-the'restlIts o
such a stydy? . .

*See Table 1 for a listing of options os to who ?night participate -in' making decisions
-about personalizing 'the'initructiOu-learnipg-evaluation pr'Ocesse'who might .be verned
by,such decisions, and procedures. that might be followed in making such de sions.

-

4
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PART III

PATTERNS AND CONTEXTS: PROGRAM VARIATIONS THAT
ACCOMMODATE DIFFERENCES IN COMMWITIES AND SCHOOLS
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11. 1,

OVERVIEW
-- 4-

C\
Part fIl defines three alternative 'Models of CBE, andtraces the

implications of two of the models for complexity of program operation.:

All three models are discussed in relation to th variety df models that

aribpossible for CBf prltrams, andthe variety of pfOgram variations

.

pos--

'
/

sibl from any partipalar Model. The relationship between the label _

f
assigned a model and the differeptiating characteristics of a model is

also Aiscussed.

After analyzing the various defining and_enabling characteristics

of CBE programs as sources of variation within the two models that are

compared, additional.sources of variation within models are considered.
4

The section closes with a final second look' at the meaning of the concept

of alternative models in competency based education.

Throughout Part III the definition of a model of competency based

education as "...a well defined, easily recognizable, and functionally

different pattern of emphasis of interpretation that can be given the

(defining and enabling characteristics of CBE" (p. 25)is-adhered to, and ts

implications discussed.

I.

. 4
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Three Illustrative Models Of_Competency Based Education

- In Chapter, 1 a model of competency_based education was defined as
"...a well defined, easily recognizable, and functionally different pat-
tern of emphasis or interpretation that can be.given the defining and
enabling characteristics of CBE" (p 25). Defined in this' way it is pos-
sible to establish an essentially endless number of modeTs or prow;
models'of 'CBE, because the various characteristics that comprise a CBE pro-
gram can be combined in many different ways andpe options available -
for defining each characteristic are for all intents and purposes unending
(see Part II). By choosing to combine characteristics in a particular war,

. or by choosing to emphasiie a particular characteristic over others, it

possible'to establish an.array of proto-Models of CBE that will accom-
modate tEle array of different communities and schools that must be served
by such models.

For purposes of the present monograph,three alternative models of
CBE are descr'ibed;they will serve to illustrate the concept of model as
it it being used in, the monograph. Two of the models are distinguished
primarily by the context in which .instruction and evaluation take place.
These have been termed the schooi-based and community-based models; they
are the two models dealt witl in greatest detail. 'The third model is
distinguished by .Ae-approach taken to the organization of'schools, and
has been labeled the alternative schools model. -This is a considerably
different kind of model than the first.two, and has been included primer ly
as an illustration of the types of variations'possible in developing models of CBE.

,

Before proceeding with the. description of the models,attention needs
to be directed to the relationship between the label or title given at
model and its opefational characterstics. Ideally, this relationship
should be reasonably tlose. The label given a modelshould reflect and
convey to others the essential foali or differentiating feature of the
model. 10 this sense the, label given a model serves a mdjor communica-
tion,function.

No matter how carefully selected, however, a label fora model can-
, not convey all of the-chaxaeteristics of a model. In addition to the

differentiating Characteristic reflected in its title,every model of
CBE must assume a particular pattern of variation in-relation to the nine
characteristics that make up thedefining and enabling features of a
competency lased program. Thus, for exampte, a school-based model-may
differ.from a community -based model on the nature of outcomes to -

achieved, the nature of measures to be used/as evidence of outcome achieve-
ment, and the degree to which the instruction- assessment process is per-

.

sonalized, in,addition to differing on where instruction and evaluation
is to take place.- On the other hand, school and coMmunity-based models
might take quite similar positions on these characteristics, but differ
on other characteristics such as approach to goal,setting and program
management. Recognizing the range of variability in-the defining and '
enabling characteristics a models, beyond what is iuuested by the label
assigned.. modelfthoul4fierve to reinforce'for the reader both the arbi
trariness of model labels and the endless variety that is possible across
models and.within model based programs.

79
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Regardless of the arbitrarinesi involved in labelingmOdelt, and
the potential for variation that exists across and within models, the
differences between models should be sufficiently large and Sufficiently
logical in its tie to labels that theessential differences between
models can be inferred from the model label. The school-oriented and
community-oriented models described in the pages that follow meet this
criterion. The term community-oriented

mplies a great deal about
the manner in which decisions Are trade re ative'to outcome defini-
tion and program operation, about thclocu instruction and assess-
ment, and even about who'isto be involved i the instruction - assessment
Qrocess. The reverse istrue for'a model tha is school-oriented. White
there is nothing inherent in the model build' g process that forces this
kind of. logical relation between model labe and model characterittics,
it is good practice and it does have high u ility from the point of view
of communication.

A School-Oriented Model
#

As implied by its label, a schoo4orienledmoded'of,competency bated
education is one where the processes of schooling are carried out largely
within the context of school buildings. For purposes of the present
monograph, this includes the procetses of outcome definitior(and
decision making relative to title design and operation of schoolsi. as N11 .

as the processes of instruction,*eveluation and certification. Accord-
ingly, the locus of schooling, and the locus of dicision4Making affect'- -
ing schooling, are essentially the samOin the proposed' school- oriented

- .

model of CBE as in most schools in the ,United Stares today. ii,
..,

. In I4eping with the previous comments about a label\ts conveying only
e .

a limited amount of-jriformition about the characteristics 'of the.model it
represents, the fact of being school-orented does not convey much that
has not already beensaid about the operational characteristics of.such pro-
grams. The label implies nothing, for example, about the nature °rine
outcomes desired from schooling, the nature of the evidence required as
to the achievement of outcomes, the nature of instruct opal proarms
offered by a schooj, the extent to which the instructioh-evaluation,pro-
cess is to be personalized,thi.Manner in which a model based program . _
,is-td be adapted and improied, or how a model based program ii to be --
managed and governed. It does set constraints on the kind of competencies -
to be demonstrated, oriat leaseon the kind of indicators to be used as
evidence of competency attainment. If competency denlonstration is to be
limited to the sch 1 setting, it will be postible,to infer competence .

* only in out-of-sch 1 settings. Beyond'these few constraints, however,
I

the fact of.bting school-oriented does mot.conveythe stance taken by the ,

model on the various defining ind enabling characteristics that must be
reflected in all models. .DecilNons about these characteristicsttnOkto
be indepe'rulentill* model label--at least so fares 'these chbracteriStics
are in fact inde*Mdent of the dif'fer'entiating chatiacteri3tic(i) of the
model. , I. -

n illustrative pet of,decisions about'such matters i.e
. Ak ,

idroved n
,1

the se tions of the' monograph dealing with tleimary and secon ary sour es
of variation within model defined programs.

67
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A Community - Oriented Model

As-implied by its ,labeL,a community-oriented-model Of competelify
based pducation is onewhere many of'lhe functions- of schooling are car-
ried out in the.context of the community at large instead of in.schools,

sand where, there is high involvement -by members ofe community.io dee-
ions affecting the design and operation ofschools. given the defining.'

, and enabling characterstics of CBE, the community-orientecrlabel sug-
gests at least three areas-wHare there would be hIgh community involve-

/Rent: the definition of Outcomes, desired from schooling, especially
those having to do with the ability to function in life roles outside"of
a school context ,(competencies)';' (b) ,instruction and assessment in
relationto compegency-acquisition and demonstration; and (c) decisions
affecting the design and operation of the.schOols within a community..
generally.,

. .

As ih the case of a school-oriented model of CBE, a community- -
oriented model.ithplies nothing/ about the nature-and range of outcomes to
b'e achieved, the nature and range of indicators to be looked to as evi-
dence of outcome abhievement, the extent to 'WhiCh the initruCtion-evaLua-.

141 tion proCess Ls to be aprionalized, the manner` in whichilthe program is to
be adapted and improved, or the specific manner in which the program is

. to be managed and goVerned. Decisions about titichmlgtters must be made,
,however, and an illustrative_ set of these decisions is_alsci provided in the:"
sectiOnsof the monograph deakIng wigthtpilmary and secondary soures of
variation, within *odel defined programs,:

. ,

.

S

1 e

4 J
- ,

. ..

An Alternative School% Model
" -

//.1 s'

A competency bned approach to education lendeditself'unusUalty well
-to the toncept-of alternatiVe schtols-(Smith, 1974). The insistence upon
an,Oplicit set of outcomes to be achieved, and the'lecoenition that the
instruction-evaluation process in relation .to outcomRachievement must be
personalized, provide the essentialtorientations.to.schooling that permit

, alternative schools to be Maintained, within a Community (ore alternative
programs to -be maintained within i'chool):-Whether'sucb a focus should ,

be taken and treated as e-model of iBE, however; islanotheAlliter. As
.' v,a'label for a model it'does, not havJ the same focal. propeneies as the ,-

-school-oriented and,communIty-oriented, labels; that is, no implications
- can be drawn from the label about the nature of educational programs

fostered by the model. It also has the same limitations that the school- '.

and community-oriented labels have, because it implies nothing.about what
the outcomes-ofSchooUng'should bt,-what indicator; should be accepted
as evidence of outcome achievement, how instruction is-totake'olace,

-

', and the Like. :On the a:the- hand, the Jabel does convey a particular set
of meanings--namely.fhata community will maintain alternative approaches
to schooling. .

, . 4 *
1 .

%. S
4I

- And-here isthedilemma. Wh is to'say whether this kind of mean-
ing iSmoreor less Useful than. "t meaning ithplied by the-label's school-
,orieuted-and community-oriented? As indicated previously (see p, EXTTTRe
selection of labels for the d criptiOn A& a model of competency based
education'is fundithentally.a flatter wheat has/to.do with communication, '

---N v,

1

,

(
.4,

2.
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. and beyond the requirementthat they reflect identifiable and meaningful :

patterns of variation within model based programs, the primary requirement
of such labels shoUld-bi their power to communicate, Decisions as to the
defining and enabling characteristics of a model must sti1.1-be made, and -0
though_these are not totally independent of the focus given a model by
its-label,they are decisions that must be made for each model no matter
what'its label.
0

.
. .

. .

Within this context, it would seem to be permissable for a_model Qf
CBE to carry any label so long as itaconv.eys to others one or more essen-_
tial properties highlighted by the model. It would seem permissable,_
for example, for a mail to be personalized, or humanistio, or research
Oriented, Tlepending.ol,the properties-to be highlighted. ,s with- the
design 15f CBE programs the labels to be given models of CBE are arbitrary,
and essentially without limit:` One label would seem to be as good as
another so long as.it conveysthe focus intended by the designers of the
model. ,

4110 .

Prima'ey Variation Witbin Models That Have
Impact On The Ilature'And Cest of ichgoling

For purposes of the present monograph, primary sources of variation
., in model charaCteriiitiT.s are equated with the defining features of

CBE programp. It will be r'edalled'from Chapter 2 that these are,.

The'nature And 'range of outcomes mIllibelochieved;
.

The nature and range of gaitcomeseAluation and
certification-procedurWs;

f4 .
.

E. the nature and range of instructional programs ,

offered; s
,

..
i

II The nature and range of personalkotionwithin

the instruction-evaluation proces; and

.. The netu4 and range at program adaptation-improVe-
- ment activities.

...
, .

. Nk : " .

...x<.----f-a-----Azlrus#eets+crflrrriwttfti'?.tirflttrTtrrrteraftrnetrTrMgrNProtecernV erkstics .

I -, are the essential decisions to be madein desi.ging model based programs, ',,

. -. because they are .the decisions that determine the natureand content of :......... . 1 '---

such prosdram:Jables 1-5 in Part'll°of the monograph coritain some of the
'options available to decision makers in relation to these various pr-f- ,

gram characteristics. , . ..-
. -

In the pages that folisdwpan Intaginary-ipt pf decisions around each
of these characteristics is described foi- both the schoo -oriented and . °.
community-oriented models of caE:'Th&Vmaginary decisiont refltct pro-
gram options that follow,logicaily from..the foci-of the two'models,

.

.
e . ..

..,

.\

4
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.

though thgkreader'must understand that the options selected do not imply,
that'all school- and coMjnity-Oriented model's of CBE Will reflect'stich '

options To hIghlight the diTferenCes,between.the two models,:and the
AMplicalkns ofthese differences-for the nature and cost of sdh001.049,

'. '... ao estimate of the impact of their differences on the' complexity of- .

schooling is,provided in th'eform of 4 profile that tomparesthe relative
complexity of schooling under the two modeli. This estimate is,Orovided -.-

. foo each' of the defining and enabling characteristics of the two models.
Betake of the complexity that wouldbe involved the altenatime.schnillIc ..,

modelvhas not beekincidaed in these compari:son. ..
.6 . .

. 1... ,,..4-... "-\\.!.,'

.. St-
.

flb. -The Nature And Range Of
. ' '0

-Outcomes To Be Achieved . , ' '.
.

,

4 . Q '' f4 4. 4i. 4 -
.

.0n the assumption that outtomes relating to performance,in life roles
Aare likely to be- more broadk staotel in a communism.- oriented model, than a
school-beented model; and oru the assumption thatlievidence of the attain-
Ment of such outcomes' Ls morelikely to involve Orformance in'out-of-

, school settings, it has been'assumed that the tompetencies to be demon-
stratedlgrropurposes of graduation from tkcommunitrobriented, mods! will
be more complex And demanding than those required fokivaduaioh from the . .

. ',, vcho,0 'anted Todel. By making the furAber, assumption that non-compe7 '

tent,/ outt ,dOrsired from schooling willkbe compardb.le across the 'two'~
models, rt i's possible to chart the relative complexity likely-to be con-'
tribu d to:program operation in the.two medelsthroggh outcome definition.
An proximatfoh of this complexity is shown fthematically In ?pre 5.
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The Nature,And Range Of Oitcome
Evaluation Ahd Certification Procedures-

.

i In keeping with6the same rationale that led to the asspription.of
greiter complexity in the, outcomes desired from a community-oriented
model, of CBE, it is 'assumed that the measures to be obtained as evidence
of outipNie achievement will also be more complex. his comes from the

',0ssumption.that indicators of competency demonstraton are likely to call;
for-performance in out-of-school-settings, and that standards set for per-
formance ln such settings are likely to be reasonably high. Assuming that

= the -measures to be used in obtaining evidence of non-competency outcomes
- 'i11 be-comObrable across models, an estimate of the contribution of

Lir......:

evaludtIon and certification'proceddes to the complexity of model based
programs can be shown at follows.'- .
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0 Figure 6 The complexity contributed to program 'operation In community and school

"*.

oriented
.

. ....

Modais pf CBE as i result of evaluation and certification procedures "linked to, .

gli

competency. lemonstration.

Tie u d Ran e Of
* =4rams Offered

Bec se of the greater range and Complexity of outcomes that are
likely t ursued in a:community-oriented model of schooling, and be-

ers of a community are likely topassUme the, role. of instructOrs
tion to some of these outcomes in sett ins outside of the 'school, it
assumed that th, instructional programs offered by.a district that
s from-a community- oriented model. of CBE'Will be more numerous and

eaching.' The difference in the level of complexity introduced to.
am operation as a result'of such differences in instruction is il-

,

ceuse
in reF

can be
Opera
far-

... prog

lus rated tin Figure 7..
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VFigure 7 The complexity contribted ft program operatlkh in.community and school oriented
models of CBE aia result of the instructional programs limked to competency it 12/3

bkacquisition. .

,It'should be pointed4ut thpt while it is reasonable 'to assume there
will be a greater rangerof instructional progfams offtred within community-.
oriented CBE programs than within school-orilfited programs, thit need not
be the case. It is- possible, for example, thapecommunity-oriented pro-
grams will. haye

y
fewerNresoorcesoto.give to instruction toward non-compe-

tencoutcomes as a result of the greater.expenditure of resources'for
the achievement of competency defined outcomes, and as a result have a,
range of instructional programs across all outcomes that is essentially
Comparable to schoolloOented programs': This assumes, of course, that '

school-oriented4 programt would in fact provide a wider array of.alterna-

tive learning experiences` for the achieverlieht of non-competency outcomes
than Pik cpmmunityoriented counter rt--which.at best is a tenuous Jpeumption..

'Be this 'as it may, the li,14hdbil of communiti'-orienved CBE programs
,offering instructional_ experiences of greater range and complexity;thampro-
graft bailed on school-oriipted, models s,411, holds, and Figure 8 reflects
likelihood.

The Nature And ange Of Persohalizition
Within The Instruction-Evaluation process

I.

lb

It has been argued throughout the.monogr%phaphat the definition of
' eduCatibnal outcomes in termfbf-performince in relation to life roles .

fdrces outcome definition, indicators of outcome achievemen:t,perform-
ance'ltandads.in relation to outcome achieVement, and instruction sup-. ?!

porting oUtdbme achievement to becpmelhighl"brsonallzed. This is 'due ,

to the idiosyncratic nature of thecpritextstin which such' outcomes are . ,

. to be demohstrited, a d
1'

the 'act-'ihat "successful". perforiabce-in nela-, -'.
11

tion to life rolA ass me4ka multitUde Of forms. .:., , /le '''. ,

f '''
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On the bas is of* thi s grguinen, and on -the prey icas I y stated.assump--,

tibn that community-oriented programs will place greater emphasis on the
acquisition and: demonstration of -role related competencies, i t fol lows , ,

that contmuni ty-o5i.eriietl rpodels of CBE 'woi 11, involve a greater ,degree ofd
personalization in, the in4trutt,jon-eva lust ion process than school -
or i en ted .model s. Assumin that 'the complexity of instruct ional programs,
is closely related to the tent to which they, are personal ized, the.
relationship between -who° - and' convnun'i tl-or i en ted models of competency
based education so facas complexity of operation isL Concerned canbe
i l l ust rated as irs -Fi gure 8. _
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oilenAs in the case of instruction. experiences' offered* by school- dnd

. 1..,

L

c i ty-oi ion ted 'pro4rams, 'however , ,the, I i ke I rbood of greater person-
alization wi thiii' cannon' ty-or isehted programs does not :necessarily.i ly lead

'to .its occuretice. The extent to. which ts model i, s 'to emphasize the per-.
A sisal izatIon of ,instructions is as- such,/a matter of philosophic preference'

as i t is i procedi. ral necessi ty ,-- so , model s can di ffer ,i-rmienselyw ith
respect to'the Pas it ion they wish to take. w ith respect to thi aspect
of cOmpetency based educselan. . As a -consequence i t is-possible that
school -or iented models bf CBE 'coUld_ insist upon, the personal i zatjorre
al 1 learning and assessment activities, and thus outdo coilsnuhi ty-oriented
models that emphasize ;only the personalization of instruction and assess- ,

mentowitli *especi to competency *cqu,i s i t ion,. butliOtr wi th reapect to -non -
4competency outcomes.
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The Nature And Range 'Of Program
.

Adaptation-Improvelmenettivities
A

At,first glante there is no'reason,to,assume that school-otiented
\

and community-oriented models of CBE-,would differ with reepectto their
0-involvement in program adaptation and,impro4ement activities. These'are
lo a sense reflective, and to spmeexpentadministrative activities,farld-
there are-no apparent reasons why" school and community-oriented prograMi
should differ with respstt to thelr,Omplementation..

.

A-two-part-argument.can bebuilt, howeVei., for the likelih of
'community-oriented programs bfing more involved in such activi than -

school-oriented programs independent of disidn decisions. Both arguments
tie once again torthe assumption of greater: commitment 9n the part'of
community-oriented programato (*comes that take the form of tompeten-
ties, and the attending assumption of 'greater involvement by members ofa*.
i community in the instruction-evaluation process asWell as In policy

.

decisions affettilig the desiltand operation of schools, Liven this
,point,ofmiew the first patt of the argument 'wilts that there will be greeter
community-involvement around instructionip-Oelation to competence acquisj-,sT
tibn (in'order to accommodate d'ifferences' in learners and settings) than
around the achievement of other outcomes. The second part of the argument
is that the.greater'involvement of members of a commUffily in the:education
process'when they areimplementind a community-oriented program will cause
them to be mor familiar than'their couhterparts in'school-oriented programs
with the quality of -Programs offered,. and Because of this familiarity, they
will force school-authorities'6,attend more close to program adaptation

411

and improvemer actiyities than theirCountee0

On the assumption that greater involvement r rogiam adaptation and
irprovement activities leads td gr=eater complexity in .program operation,
the level ofcomplexity, introduced to sdhool and community-oriented Pro-
mams^through their invclvement4with such activities can be depicted as
Fiure 9:
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Se-eoptary Variati dels
That Impact The Nature And Cost Of Schooling__

,,
1,

. /Rightly or wrongly the assumption has been made that program, stemming
from community-oriented models of' CBE are,,likely to be.more complex ,in their
operation than 'programs stemming .f rorri school-of-rented models, at.least with
respect to the defining -features' f such programs. But what about the e

charackristics of CBE pr gratis"? Are community oriented programs
more complex MIth respect to' t ese characteristics,. or lebs complex? Since
all CFIE 'models and model based rograms mpkt att tolltese charaCteristicS1
the kind of analysis just competed for. defining ch teriistics will be
extended now to enabling characteristics. ,A description of,, the enabing
characteristics associated with CBE'proglams appeari on pp 21 and 22-of
;he monograph. '

Establishing /he Outcomes
Desired Fspm Schooling

-
.The press 'witbin a CBE approach to establish the dutcorles.,,

desired:from schooling pn the basis of a carafe analysis of he social
contexts whidh'graduatet of school programs'ewil I be -entering, and an
analysis of-what is known about human;develepment and learning,. pertains
equally to.school-oriented and codnunity-oriented models. Community-,
Oriented models., however, are likely:to prodeed irr, considerably- differ-
en't ways than school7oriented models in carrying out such analyses, dr
in arriving atthe outcomes desire f schoo}ing oncf these analyses h
been completed. Becau; f the grater involvement anticipated for mem-
bers of a cormiunity I ese 'activities when a community,-oriented,mOdel
of schooling is bein implemented, the pro'ected impact of such activities
on the Complexity of programoperation in oth school- and community-
oriented models can-be.depicted as in, Fig'ur'e 10 .
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Involving Students- And,,,Othe
.Members. Of A Community In The
Des ige,And Operation Of School

I

9 t

4.

By.defin.ition programs stemming from a community-o,rietited .model of
CBE rani" high-on 'this `characteristic. 'Members of a community are to
assume an active role in the instruction and- asses$ment process, "end' itu-
dents as well as members of the community are to 'assume an active role. in
policy decisions affecting the design and operation of such programs:
This is not to ,imply that prograMS stemming frOn4 school -oriented- models
of CBE will avoid contact With members of the community but-it-is 'assumed
thall this contact will- be'much more cursory Od cerried out in, quilipedif-'
fe ent way's than it will withih programs stemming from connunity-criented. 9
models.

I. .

Given the assumptior; that high community inv lvment in the design.
and operation of school 'programs adds to the comet exity of their opera-
tion the likely impact of thi- -characteristic on the relative complexity
of school arltd community-oriented CBE programs is depicted in Figure,1l.
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.
Managing The Educat'ional Process'-a

.

Under the'.sirrplest of conditions managing a corrtpetenCY besed educa-
tion program is a complex underst,aking. `Nlith*the added complexity that is P-
'ikely -4o attend the operatriGn of 'ocitnriluility-loyienteci programs the -processes
involved in program reanageMent-become unusually complex.
so when management related decisions are to be open and ata dependent:
The anticipated impactof the ccipplexity of.program management GA the
overal 1, .comPtexi ty of program oFsratkon w i th inn common i ty-oriented and
school - oriented CBE programs Is illustrated in 'Figur '12. !'
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lexity added to.program operation in

orient models' of CBE ,as a,'result of attempt
programs through admi istr tive decisions tha
dependent.

Governi`ng The Educational Process

- The rationale outlined in relation to program management -pertains
equally well to prBgram governance... rUnliet the' s impl est conditions the
govirnance of CBE programs .4 a complex undertaking, foe-policy decisions
affecting pro§ram design 'and operation are Yto be made openly and only
after related data have been, considered % The wider Ole nvo vemirtt of
students and membert of 4a cooeitun ty in tfii s process the more complex It
becomes.. On the assUmptiop that inirolltement is' very wade- spread pro-
grams stemming from a community-oriented'model of CBE the iikety contri-
bution of program governance activities to the overall complexity
community- and school.- oriented programs can,be depicted as in.rigure '15
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The Illustrative Models In Retrospect.

Two alternative models 6f CBE'have been analyzedAin the preceding =
pages from.the Point of view. of the defining antenallling characteriS-
tics associated with CBE programs. While the. analysis was admittedly
cursory, and the conclusions drawn on occasions' arbitrary, the arialysiss-,
suggeststharif followed to logical conclusion the two models compared
would, lead to CBE programs that were quite different in focus and opera-
tion. Translating these dif4rences into impact on the complexity of;po6...
gram operation, it appears that a community-oriented model of CBE wguld
on all accounts lead to programs of greater complexity than a:school-

.

oriented model.. The projected impact of schodl, and communifY oriented-
moOels of'CBE on the' . complexity of program operation as a whole is shomn
19 Figure 13.

Given the greater complexity of programs stemming from community-,
oriented models of CBS, and the greater costs likely' to accompany that
complexity, how does 'a state or school distriCt decide upon the model of
CBE tobe, implemented? There,is of course no simple answer to such a
question, and it is almost an iMpossible.question to-answer until cost-
benefit ,data are-available -for-etterneti-ve-mode }-based -programs. Until
that time such decisions must rest on a trade -off petween what is desired
and what is'possible, what is 1 iked ,and, whatLis not liked, and what
known and what is not-known. If the philostalhic commitments or peliti-

.

cal pressures withill a community are sufficiently great.to for-6e a cow.'"
munity - oriented model .ta%be adopted, it will be adopted indepedentbf

*other considerations.- Factors such as the availability of the.financial
osourees and expertise needed, to implement such a prOgram will,entar. at

Me level of how such _a model Will be implemented, but they probably
.

will have 'little to do- with the adoption of the model.. This is nod' to
imply-that thii is NOw.adopting decisrons should be made, or that all
adopting decisions ace made in this wayf4kut'it does describe how many.,
such decisions are made and model designe* should be aware of it.

'

Wha the-basis for choosing the model of competency based educi- k
top tha to be implemented, the adopting ncy or leiitution must .

alsobe aware that a partidular model has a p rtioular iet of consequences
,,.forprograM structure and operation, 'And that these need to be understood'
as fully as postible before the adoption decisioh'is made. If the model,'
of interest is a school- or community-oriented model the a lysis car-
-ried out in the previous pagds may be of some benefit t ndeistanding
these' implications. Ifinterest rests in other models for example,' an
AlteriplatiVI schools.model or a- personarized, "humanist ;c" model, a
comp rabic analysis would have to be made: (n the of course, con -
crete dicisions,mustte Made,. in relation to each of the defining and en-
abring characteristics that-comprise a competimpcbased progri014.and it
Ls. only after this has'been Bone that the full impact of adopting,declr
sions can be judged. re ,
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SOurqes Of VariatlonWithinCompetencyBased
Programs That Impact The Nature And Cost Of Schooling

a $el a , .

A host of factors- beyond'those identifi.edas defining and enabling
characterkticsof CBE programs affect the nature an# Cost of schoolin.g.
These incl%de the ratio of students to teachers, efficiency in the inetrmc-
tional pragess; quality and background of fadulty, and access to material;
and sgoce. Such factors are well khown to schot:dministrators and mem-
bers IR schoorboards, so more need not be said ut them. Other factors
affecting the nature and cost,of CBE programs, however, do warrant comment:

cThree of-these are
.

r

a district's orientation to exceptionalchildren;

, a district's orientation to thd use Of technology
as anraid to the processof schooling; and,41-

. a drstrict's orientation to research on the effecN
tiventss of schooling. -

Each of these factors will be discussed briefly within the context of CBE-
programs, for each represents an issue that must be dealt with when imple-
menting such piggrams.

A District's.Orientation
t

.

-1*

-4_
' To Exceotiohal Chi.l.dre

.

.

As indicated thro ghout Part IIof the mcinpgrvih,exceptional chii.ldren
,pose somewhat of.adilemma for the designers of competency. based programs.
Are competencies and other outc u e or g a ua ion to e esigne
to accommodate all children; independent of teaming ability, or should
they be geared to accommodate children having at least average ability?
If outcomes required fOr graduation are such that ,they cannot bemet by
ome childrih, how are these children to be aacommodated within the pro-

;gram?" Now do CBE programs accommodate the gifted? These are questions
that must be dealt with in every educatitnal program, but because of the
special features of CBe programs they are particularly vexing. 0

With the emergence of the concept of "mainstreaming", these problems
,take on added meaning. In many respects CBE programs are-ideal contexts
within which-tomix learners Of all abilities; for a mastery approach to
,instruction and the personalization of the instruction - evaluation process
are dellgned in combination to accommodat /great diffirences jn learners.
The management and resource demands that accompany the adaptation of a -"'.
competency'based rnstructibnal program to wide differences in learners,
however; are great-and tKOse who opt for a CBE approach to schooling
frshould.be aware of them.

d
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The Orientation Of A District
TO__The Use Of Technology

.4'
!,

..,,,

i/.
Many of the educational innovations -that have contributed to the

emergence of competency-based edilcation make heavy use of technology.
These include programmed instruction, computer managed instruction, corn-
puter based instruction, and computer baseii scheduling of instruction, as
well as the long established use of educatidnal media and "packaged",in-
structional-programs. The emphasls ithin competency btsed education on
instruction that links to outcomes, n the assessment of ouico4s, and on_.
the use of information on outcome achievement for purpoies,of management,:
and governance decisions invites the continued use of technology in the .

operation of CBE programs. The orientation a district has with respect ',

to the use of technology, as well as the expertise that is available.in-:
its use, is a major factor to be considered-in the design:of any CBE
program.

A -

V

A District's Orientation To
liResearch On The Effect Of Schooling

It has been argued recent ly (Schalock, 1974, 1975) that CBE and CBTE
programs are unusually rich contexts for research. The argument'rests on
the assumption that one of the most promising features, of the competency
based movement is its potential for overcoming many of the measurement
problems that have plagued educational researeh over the years,' and for
providing better defined and more powerful- treatment conditions than
educational researchers have had access to in,the,past. Anequally Cris
tical assumption is that if ,these contri-buiionS of CBE and CBTE ark f the
kind and quality anticipated, and'if the research community cecognizes,
them as such and tales advantage of their availability., both applied and
basic research can be carried out within thcmsontext of CBE programs at ,8

-low cost and with high external validity (Schulman, 197(1),

I

Schalock goes on to point out, however, that while it is possibleb
to combine research with program operatio9 considerable risk is intolved .

in attempting such' a' venture. High quality measures, for example, ire
often difficult and costly to .obtain. Also, requiring that program opera-
tions meet the constraints of experimental design most always crd'ates a

. cumbersomeness and rigidity that,fruslates program managers and,parti-
cipants. Heretofore efforts to design data collection systems that sup-
port,Ooth prwam operation and research have tended to end in the de-
sign of reseinh prOgrams instead of operational programs thit have'good

, 4data. When this has'occurred-.there has been a nearly universal reaction
on,4041part.of program managers and participanti: throw the 'researchers
out! TParlettand Mmilton, 1971).

.

Recognizing this pitfall it possible that if'done Wrth care*
data generation s tems can be designed that will support"both program
operation and rese rch., 'When this is the Case,the".bist possible context*

canebasic reear exists: it cae carried out at LowPcost and it has
414,

a good chance-of meeting'the.requirements of external validity that are
not met in most educatibnal experiments.

f'
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- While the issue gf r arch on the effectiveness-of schooling is/
foreign to most schOol, ards and administrators, jt is an issue that ..,
looms large IA implementing compeiendy based education programs. Not

s 'only,do such programs. 'forthe first timewovide opportunity for educa-
tion moving to a empiricalli based mode of operation,*but they provide, , the mearls'by which educational programs can be systematically improved,
atJwell. For these reasons art desighers ofocoMpetency based programs,
need to consider the extent to which, a program.is to;serve as a context
for 'research.: If the decision is to have the program become such a'con-
tlext there ate imptications that:stretch throughout essentially'every
facet Of program oliron....

, .
. ,

c ,

the.,Conceot Of After:native Models Of
Competency Sasedi Education in rerspective -

.Having looked at two competing models of CBE in some detati, and
'Wing considered additional, sources of variation affecting, thenpera-
tion of CBE programs, it seems appropriateato:cometfull chicle and con-
sider once agaih the'concegt of alternati4 models of CBE. Is the con-
cept useful? Is it logically defensible? %

1.

As stated early in this section o the monogra0h,,the utility of
the'condept of alternative models of- has a great deal to dowith the
Power of the labels given to Models to communicate what the models are
about. The label describing a particular model of CBE carries with4t--a
set of implied meanings that help differentiate the programs' of schooling
.based upon, the model from programs based on alternative models-. The

of .these implied meanings, of cowing, depend on the'concrete
. meanings the designers of'CBE progerams give to each,,of,othe defining and

enabling characteristics of such programs,-but to the extent that im--
) plied. meanings are reflected ii)design.decisions the-ability to jOhtify

major model characteristics fromloodel abe4s fePresents major utMity.
- .

At has also been argued throughout this section of the monogriph that
all that is requited to-formulate a.model4bf CBE is to Specify a particular
constellatio'of the defining and 'enabling characteristics that comprise
a CBE progiam, or'a special rphasis to be given tib any one of these char-,
actpristics, and label it accordingly. With this approach to model build-- o

.4)ng there is essentially o limit to the range and the number of.alterna-11' flo

'

Live models of CBE'that can be established,.

f.

Does such a catholic view of models violate the meaning of the 'term?
in the authors,judgmentl, no At least not, so long as the mianings4assol
elated with Ole fermprOto-model,are maintained. An approach to'tdusaIi041 . '' .14
that is as complex and many-sided,aitis CBE must -of necessity
virlityand form. And this is what needs to be; for if an approach 'icr.
education is ever to make a difference it must be applicable to the
aossible range of contexts and people within contexts., Competency based
education seems to meet this.criteri'on, and as such represents,a promising'
flew hybrid in the'conttnued evolution of f-AmeriCin education.

.

r

4.
a

,4 ..",,s



,

..

s

(

IIP

r

. .

wa



at&

\REFERENCES .

- I.

Bur4in, J.L. and K. Lancillott. A Readlr's_Guide to the Comprehensive .
'Models .For Preparing Elementary Teachers. Washington, D.C.: ERIt
..)'Cle ringhouse on Teacher EducatiF:7179.

,
-............ D.*. *Denham,'C.H. iterion-Referenced, Domain-Referenced and/arm-Referenced 1

Measurement. Parallax View. Educational Technology, December, .

1975k pp. 9 -13. .
u,.

Dickson, G.1. and R.W. xe, et al. Partners for Educational Reform
and Renewal. Berkeley, California, McCutchan'Obblishing Corporation,

Eisele, J.E. and P.M. Halverson. AssumptionsUnderlying Competency-Based
. Education. In Thrust for Educational Leadership. A 'publication of

the Asociation of CalMrnia,School Admlnistratorm." Vol. 5, No. 2,
1975. pp. 4-6.

z.

1973. *-

.f
.

)Fairbanks, D.W. and Y.E. Hath ay. Competency' Based Education in Oregon.1

/ Northwest Regional Ed tionaj Laboratory. Portland, Oregon. December .:.

1975. . ,
, . .

: .

Gage, I.L. and P. Winne. Performance-Bnsed Teacher Education. In Teacher '
' Education, 1'915. Chicago: The Natr8Nif Society for the Study 7DT---

Education, 1975.
.

.

Garri"son, Hiatt.

A

e (Protocols) on Comp----eten---cy Ba ied . .
. Teacher Education at,pregon College df Education. The Teaching

.-N. Research Division, Oregon State System of Higher Education, Monmouth, . /.

Oregon. 1975.
_, //

/..

Glick, 1.0., M.J. Henning, and J.R. Johnson. CBE: How to Prevent a Second
Orthodoxy. Educational,Technology, August, 1975 pp. 17-20. .

Grant, C.A. (Ed.) Sifting and Winnowing: An Exploration of the Relationship
EdBetween MultirCultural ucation and CBTE. Madison, Wisconsin: Teacher

Corps ASTO-a-te77577versity of Wisconsin-Madison. .1975.

11.

. Greco, T.H. Is There Really A Difference Between Criterion - Referenced and
Norm-Referenced Measurements? ,Educational Technology, December, 1974.
pp. 22-25. 1,\

Hall', M. Competency-Based Education in Ofegon: An Overvils. Paper pre-
sented at the Annual Meeting ofthe American Educational Research
Association, Washington, D.C. March 31 -April 4, 1975.

Hathaway, W.E. and V.W. Doherty: Introduction to Course Goals for Educational
Plannin and Evaluation, K-12. Third edition, Commercial Educational
Dis ibution Services, Portlag4, Oregon. 1975.

Hathaway, W.E. and V.W. Doherty. "Designing.Behavioral Goals, K-12:1, OASCD, 4

Curriculum Bulletin, Salem, Oregon. December, 1973.

9
(

8.3



Of,

I

-

. c

'Hathaway, W. E. and A.P. .Hathaway, "Tbe Unique Contributions ,g/ Piagetian
Measurement tq Diagnosis, Prognosis, and Research of Children's
Mental-Developmenz;" Proceedin s of the Fourth4Annual Conference
On piaget and la Helping fofessions, Children'TRWIFital of Los
Angeles, Los Angeles, FOruary, 197 .

<

Ha0awall, VA. "Accountability and the'Humeirities," Proceedings of the
National Council of Teachers of English Northwest Regional_ Conference,
_Portland, Oregon, March 1973.

,

Hathaway, W.E. "Compeiencyipaied Education - An Underview,".P.aper presented
at the Annual Meeting of the 'American Educational Research Associa7
tion, Washington, 9.C., April 1975.

Hathaway, W,E. "Practical' Advaoces in Goal-Based Evaluatioh of School
Learning," Paper presentAd at the Annual Meeting of the American
Educational Research Association, Waihington, D.C. April 1975.

Hathaway, W.E. "Toward a'Comprehensive System for Goal-Based PrograMi
Development and Evaluation in School District," Paper presemted,at ,

the 'Annual 'Meeting of the'American Educational Research Assosjation",
Chicago, Illinois. April 1974.

Hathaway, .E. "Toward a Comprehensive, Validated System for Classification
of Kn ledge, Process, and ValueStu4entlealengs," Paper presented
at the nnual Meeting of the American Educational ResearchAssocition,".)
Chicago, Illipoiss Apri1,1974.

4,

Hathaway, W.E. "The CoUrse Goals Project--A Report," PAper presented at thei,
Annual Meeting of the Pacific Northwest'Educational Research and ,
Evaluatipn Conference, Setattle, Washington. May 1974t-...-,(

Hathaway, WiE. "Accountability and Humanistic Educition," Paper presented
at the Second' Annual Conference cOn Contemporary Issues in Educational
Measurement,, gugent, Oregon. May 1973.

,

4
,

Hathaway, w.e. "Goal-Based Educational Plannin4and Evaluation," Paper
presented at. the Annual Meeting Of the Oregon Associat4on or Super"-
vision and Curriculum Development, Kah-nee-ta, Dregon. Ap i 1973.

3 -

Hathaway, W.E. "The Degree apd Nature of the 'Relations Between Traditional
Psychometric and Piagetian Developmental Measures of Mental Develop-
ment," Piper presented at the ?Opal Meeting of the imerican Educational
Research Association, New Orleans. Febt.uary, 1973.

Hathaway, 41.E. "Goa.1 Based Evaluatj.on," Paper piesented at the Oregon
'Association for SupervisiCM and Curriculmm Development Merthern

.- Regional Fall.Conference, Mt. Hood Community College, Portland, Oregon.,
OCtober, 1972. IF. ,

Hathaway, W.E. The Use of Operations Research and Systems Engineering
Models for Rationalizing the Deeisjon'Arocass in Educational Systems.
Unpublished paper. 19681 i

96
",

84



1

PS

Hite01.1% The Cost of Per 'mance Base
Teacher Education, Vo 44,'No. 3,

:Houston, W.R.. Competency Bas'
.44. Education. Ed. W.R. Pious

Berk4ley, California. 19

Teacher Education. Journal of
1973. pp. 221-224. -

In Exploring pomeetency_Basea
han Publishing Corporation,

d Educatio
On, litCut

PP.3-.1

Houston, W.. and R.B. Howsam. ILChellenge
and R.B. Howsam (Eds.) C etenc Based
Problems and Prospects: Science Resear
1972. .0pp. 1-16.

\
Howsam, R.B. Pirf ormance-tased In ruction.

1972.. PP. 333-337.

d Change. In W.R. Houston
Teacher Education:P ress,

Associates, Chicago, -

Education, April,

Jencks; C., N'. Smith, H. Acland, M.J. Bane D. C
. and S. Miche,lsen. Inequality; A Rees ssmen

Family and Schooling in America. ew rk,

Merrow, J.G. The Poll tics of.Competence" A Review
Teacher Education., Washington, D.C.: Off te o
Exploratory Studies, National7.lnstitute of Educ

*

hen, H. Gintis, B. Heyns,
of the-Effects of ,

;IC Books, 1972.

f Cdcppetency ,Based

Resear0 amt.-
fion. 1974.

Performance-Based Teacher Education: A 1975 Commenta
on Performance Based Teacher Education ofthe'Ame
of Collegesifor Teacher Education. Onetrupont\C.ir
D.C. f975.49

-No)

Process Standards for EdudatiorkPersonnel Development Pr
',bather Standards and PractiC7T-G;Wission, i42 La c
Salem, Oregon, 9731-0.

The cOmmittee
can Association
le, Washington-,\

Schalock, H.D. andJ.R. Hale (Eds.), A Competency Based,
.
P

,Systems A roach to Elementary TeachtrEducaticm. 10...,

4!::7___and' S ecificati ns. Vol. II: EAendrces. U.S. Office2o
Bureau o Rese rch. Project NKF96217Portlirld; Oreg
Northwest Regional Educational Laboratory. 1968.

ram, 1974, 4

ter Drive.NE,
/

d Centered

Overview
Eddcation,
:.The

1

Scha lock, H. D.. The first of,two slide tapes in a series of sin',
(Protocols) on competency based teacher educatiofI in the
#1.. Competency Based Education: An Introduction.
#2. Competency Based Teacher Education in the Northwest:

Variations on a Theme:
The Teaching Research Division, Oregon State ystem of Higher
Monmouth, Oregon. 1975.

de tapes

thwest.

ducation,

Schalock, H. D. _C_____5.1osin the Knowledge Sall: CB Programvas a Focu's

4

and Context forRieacch in Educatlibn: A poiition paper of the
consortium o CBE Cent Ors. To be published -by the Multi-State
..Consortium f Performance Based Teacher EduCation. 1975.

Of

Schalock, H. D., B. Y. Kersh and J. H
Practice: The CE Elemenpry Te
D. ,C. The Amer an Association
197§%

. Garrison._ From Commitment to
Education Prpgram. Washington,

faitolleges of Teacher Education.

.oL

85

I

j



4

1
04-

Schlock, H. Kersh and-L. L. Horyna. PTan for Manag
the Developmen4, Implementation, and Ope;atio71Ra Mode
Teacher Education Program. Vols. I & II. Superintendent
U. S. Government Printing Office, Washington, D. E. 197

(Schalock, H; D., B. Y. Kersh and L. L. Horyna. An I

A Competency Based *Field __LF_Iterz.edCe Personalized and
Yhr_Elim!.ry Teacher Education. Monmouth, Oregon
ResejoisarcliThe Oregon State System of Hi

ementar

04
,4

a

AP

cuments,

rod ion to ComField:
ystematic Mode
The Teaching

her Education.. 1970:

.,
, Schaloc,'H. Y. A Competency,',Personalized and Fiel Centered Model of

anElementary Teacher Education Program. Jour NIL Risearch and
DeveloPment.iKAdUcation, 1970, 3, 68 -80 (and 9 9, 2, 40-43).

.

Schalock, 0. D.. Implicayons,of the Oregon Board of Education's proposed
'"Process Standards" flip-idle design and opertrions of teiCher,education
0-ograms. Interpretive paper No. 1:, Defining and assessing,teacher
competence. April, 1973, 'Mimeographed.

. .

Schalock, H. D. Competency Based Teacher Preparation. A chapter.in New
/Directions j Teaching IldIrslisjciludi Pr bleMs and Prospects for the
:Decades Ahead. 1/61. 1. Edited by 'D. , Anderson, K. V. 4iViult

. and G. 01117k:ion. ,San ?rancisca: Mc utcheod Publlithing Co. 1972.

,

SchaloCk'
P

H. D.' BEPD, NCiR9 and Teacher Edueation.That Makes a .Demonstrable_
Di fference. In Ben Rosner, (Ed.) The Rowel of Competency -Based Teacher
Education. Prepared by the tOmmittee on National Program T7TEFit4e$
ip Teacher EducatiOn. New York: A,11,yn and Bacon. .1972.

. -, . .

,

' Schalock, H. D."; B. Y.'Idersh andJ: H. Garrison. From ComMitment toA
.- Practite in.Assessing.the Outcomes of Teaching: A Case Study. In,

° T. t. \Andrews. (Edr) Assessment,;,vATbany, New York: Multi - State
Con4ortiuM on'Performanee Based Thicker EduCation.' 1973. Pp 58-90.

. . . .
7-. - 4

Schalock, H. D. Thelmpactof CompetencyDefinitionon.Teacher Preparation .

Institutions.' EdUcatiOnat Leidership.,JanUary,, 1974. Pp 3,18-321,

\ ,Schalock, H. D. Notes on thatoncepf of Assessment .in the COntext of
\

-Performance Based l!acher. Education. In W.,,"R. Houston (Ed.) t
,

Exploring Competency ,Based Education. Berkeley, California, `-- i.,

McCutcheon. 1974. Pp 209-250.
. , . .

\ Sphalock, H. D. Closing the Knowlelle Gap! In W'R, Houston (Ed.) -.

Competency#ssessmant, 'Research,,ind Evalu "tion: A report of a
national-conference-at theeUniveriity of Houston, Ranh 19/1..

Albany, New Yorki Multi -Statt Coniortiumbn,Perfocinance Based
Teacher Education. 19751,.Pp 34-64., (A summary of a politic/1
paper preparell'by the ConsortiumofCBE Centersen CBTE programs

k

as a'focus of-and tontexi for research in educe ibn.)

4

x

86

.



I
.'

a.-.

Smith, B.0:.and D.E. Orlosky. Socializavion:and SdFooling: The Basics.

.of Reform. Bloomington, Indiana: Phi Delta Kappa, 1975).
,

,
,.

.

Spady, W.G. hof SImpactmOact oco%1 R Students," " iesources on tuents,tqejf.4 o .
. .

Researchp,in Education, Vol.11,-"Fred N. Kerlinger, Ed., American
Educational Research AsociatT8n, 1973, pp. 05-177.

,
'Spady,,W,G. "The Authority. System of the School and Studehit Unrest: A

i. *Theoretical Exploration," National Society_for the Study ofiliducatiOn;
1974 ,Yearbook on Eduoetion, pp. 36-77. .-

A k 0

' .. i

Spady, W.G. --"Ailphority-and Empathy in-the.Classrocale" in The Sociology
z of Schools-in d Schoolin , Dayid W. O'Shea, Ed., National institute,'

(' ° . of.Educationt 197 . pp. 8fr125. , 4 vl, '.
4

Analyzing.Spady,WwG. "CompetenEy Based Education as a Framework for ni
School Reform," Paper presente at the Third Annual Conference of

. the Sociology of Edudation Asso iation,AsilomaXCalifornia.,1975.,

r

, .
,

ftwo

Spady, W.G. "Critical Sociological Dimensions
Gra4ation Requirements;" Paper pre%ented
theArmiorican..Educational 'Research Associat

Adrily-4975:

in Competency -Based

at, the Ann4al 'Meeting of

ion,.Washington, D.C.

-1. 4*
Stiles, R.! F. Fdrster, and W.E. Nathaway,."Use of the Rascli Model with'

Content Referenced Tests," Paper presenteeat the'Ailnual Meeting of
, ._

April 1975.
'.

, '
.

..

Stone, R A View of the Confeelintes. In4Mathematics Model's in Educational
Plann . O.E.C.b., Paris. 1967.-

the American Educational Research Association, Washington[L)D.C.

,
.... . (

Utz,'R.T. an others. "A Comparative Analytisor ofModes of imdiementing
Competency'llased Instructional- Systems,% Paper presented aA the

.

j
. Annual. meeting of the.American Educational,'Research Associption,

.

Chicago, Illinois: 1974.- -

\*--;

l

7'. 4.

1)

101

t.$

N

/

-%

1.

1



e

APPENDIX

.

AN ANNOTATED.BiBLIOGRAPHy dN COMPETENCY BASEDIEDUCATION

MucentiOn has been directed recently towardth4concept of
competency based eduction (CBE) in elementary and secondary education.
However, few schoo systems have implemented full-scale CBE progrpms,
and little informatron has been publicly reported on the operation of,-
system-wide CBE programs,' Such,information should result from the current
efforts'of certain state and local education agencies to install competency
based- programs and from a NatiOnal.Institute of, Education funded program
of Support and study of thete efforts.*

This bibliography provides reference to eitant resouf-ces related to
pE, K-12. It presents, that part of the literature which seems most useful
in understanding the current state -bf- the-art in CBE. Accordingly, each
document selected meets one or fore 'of thefollowrn§ criteria:

a. It provides a 5 omprehens ive or indepth coverage of the area.

b. 1) is themoSt recent statement on the topic.

c. It providel'adinique,perspective or viewpoint.

d. It is a comprehensive secondary soyrce; reviewing, Citing
.

or otherwise guiding tgo a variety of useful pirimamsourfes.

. The bibliography is divided into fourcategories. The fIrst.group
lof documents presents theoretical models and research)on EVE. Category
two comprises articles that describe expertande with system-wide CIE
implemeAtation or that-proviaeOggeitions for progjaMmatic effort's in
installing elementary and secondary COE,' Documents ip category throe ,

discuss the how and why of competency-basedinstruction. ,The fourth'
category addreSSes competency or performance based teacher education.
Each groo0 of citations is preceded by an overvieof tiltdocumeots
Included. ' , - .

, .

1

o r*

.... % .
.

.

*For information regarding documents currently availlble on CaPin.Oregorn,
please see Competency Based Education in Oregon. Oregon Competency Based

.K. '_Educatiow Program,,Walter 1 HathaWay, Director, Northwest Regional Educe-
.t. rbnal eaboratory, Portland, OregOn, December' 31, 075..
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f Category I:.

1 Conceptual Frameworks, Models and Research Related to CBE

.

Fhe papers ip Category ((present theoretical ,foNnewOrks for concep-

/

tualizinp and analyzing competency based education- Each provides a
theoretical context that may be useful to'practitioners in he early
stages of CBE program formulation.

1

. t

. scil e

Galie and Pol present a conceptual frameworkOf CBE workint'froma
molar definitidin Afcomortence. This definition hps implications (a4( -for
ehe assessment ra-cOmpeftnce1/4in tlietiontext of a life role, and (b). for
the type ottiriitruction necessary t8 promote Tole competence,

..-
N

Howsam proposes a model which def-ines both essential'Od supportive.
elements of,CBE. The Jones'Oper addresses tike functions of du ation of
the future, and suggests ways that CBE cap be ?esponsive to anticipated
?ens. Spady focuses on the functions of schooling.from a sociological
perspective. He discuSses the functional implications of implementing
CBE on a system-wide basis. ' ip

t_

Woditsch develops a model of ,CAE curricaluM based on rdefinition of
' competence in tertns of generic (context indepenatit) conceptual ability

. rathe thah factual knowledge. Woditsch,- et al, review research on
'learner centered curricula, including competency based program, and
cliscuss some implications of this type of educational orientation.

t.

*Gale,'Larrie:E., and Poi, 'Gaston. Educational Technology, June, 1975,
.

-,

Provides a conceptual- framework that describes nter-relationships
between the'elements,of competence (e.g., knowledge; skills, etfi-

.

to es, values) and the molar concept of competence. CompeIence ia'
defi d as: "...the Auality of-being'functionally adequate in .

perfo ming the taskseand assuming the roJe'ofia.specified position
with'the requisite knowledge, ability, cap`A.O.ility, s011, judOient,' - .

attitudes and values" (p.:21).

.
.

Howsam,
4
R.B.."Performance Baed instructioni.Some-lasic-Concepts." In

. ,
Educatton-Yearbook 1979-74% Nen York: Macmillan Educational Corp., 1973.
Reprinted from Today's' EdiAafon, April 1972.

4
or . _. ,'

'Thepaper proposes a concentris.circle model of performance based
instruction (FBI) and:Its relationship to other closely related .

4 concepts. ehese-concepts are termed "enhancers' and "enablers."

.
Characterisi5a of Perin theiclassroom Ore discussed arid certain
adjunct supporting processes lath as community involvemEnt ate
'noted. Performance based teacher education (PBTE1 is defined as'*'
theapplication of PBI to teacher preparation, and a concentric
cisele model whose elements are spe*!ic to PBTE is presented.

a
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Jones, H. Competency Based Education: ,The Emerging Center of teadershili.
Ep 104 862, ,1975. 40 '

. . . mho

This document suggests ways in which compefencyhased edutation (CBE)
offers a productive direction for education -in a society of rapid
enveonmental changes. The study'urges that (a). the concept of gradu-
ation bf deemphasized, .(b) continuing educati6n b4 recbgnizd as a 1.

necessity in a society of advancing technologies% and (c) edication.
be available seven days a week on'a 24 -hour basis. It alsonotesthat
the.indipendent study and modular concepts of CBE fit in well with.

Ouch an educational reorganization. Part three discusses the future .

training of teachers, emphasizing'(a) the importance of personal style,
(b) the possible use of microteaching sessions to develop teaching
techniques, and (c) problems and their solutions concerning CBE and
certification. (Excerpt from ERIC abstract)

Spady, W.G.- "Competency Based Education as a Framework for Analyzing.
School, Reform." Paper presented at theThiird Annual Conference of thi
Sociology of EducationAssociation, HSthodl Reforms of the 1970's,"
Asilomar, Calif., January 31- February 2; 1975.

Spady, W.G. "Critical Sociological D
talon Requirements." Paper'presented
"Coping with Competency Based Graduat
Develdpment'Actors,.Roles,-and Ider
ican Educational Research Associet on--/

imensions in Competency,BasAd Gradu-
as part of a symposium entitled
ion Requirements; New Research and
at the'Annual Meeting of the Arne-
, Washington, 'D.C., April, 1975

These two papers provide a sociologist'speripective of the theore-
tical Implications of CBE, especially as.exemOlified in the Orfg
mandate for statewide implethentation of CBE. These implications
arise from CBE's impact on the five functions of fihooTing: instru
tion, socialization, custody-control, evatuatiori-ertification, and
selection. The differentiated impact of CBE variations on each
function of schooling is explored.

Woditsch, G.A. "Developing Generic Skills: A Moderfor Competency Baked
General Education" (Unpublished). Septembir, 4975.

This paper presents a-novel approach tc.t\the definition of competency.
A model is proposed-for college-level instruction based on competence
in conceptual ability rather than knowledge Of subject matter,. Such
instruction crosses disciplines and has two components.' "Component
I has asits objective the development and exercise of generic cog!:
Fitixeskills." "Component H halas ts objective the development of
competence in the application of generic skill" (p.4).

Woditslh, G.A., and'others. "Assaying the GreatCargo Cult: Recent-
Researdi on Learner Centered Curricula." Paper presented at the National
Conferencd-on Migher4decation sponsored by the American Association of
Higher Education, Cificago, March, 1975.

,

This paper presents a-brief overview of current research on learner
centered curricular refOrm and of some of the issues $'ttendant to
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.its character and quality: Seven groupings of learner centerEd
reform are discussed in relation io current -research and findings:

'- performance and competency based' prograins , fpersc?9'al lied ins'tructiA,
cooptrative rearQing and programs for the hontriditional student.,
time shortened baccalatirAate programs, interdiiciplinary programs,
individualized degree programs, and independAt studY. (Etirabsfract).
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'Category II:

6

Developing Commtency Bald Ed4Cation Programs K-12 k

The documents in this section address aspects of CBE,inslallatinm
and implementation in elementary and secondary schools.

TNe.issue of Thrust ptesehts a practical a ticulation of issues and
implications of CBE ,for school administrators. hree of the_topics.im-.
pinge.on 9olicy concerning curriculum and instruction; and two articles
provide direct suggestions fore leadership efforts by admtinistrators.-
Cycktori,,et al. present a model for ,implementation of CBE and similar
prograins in schools. The model is based on the ideally close interaction
between school prodlrami,apd teacher preparation-programs. he book is
grouhded in experience with local school systems. ,

. .

Working'from a description ofrCBEas an educational; innovation,
Glick et al. suggest-ways of developing and maintaining a program that
avoids the stagnation problems of priviods reformsb SistecyLawrence
providesa composite view orthe activities involvedin impleminting a
system-wide GBE program in the Toledo, Ohio Diocesan Sch 1s). Utz é al.
compare the implementation of.aE in the Diocesan Schools ith thlk

,lndividuallyGuided Initruttion and Multi -Ulit School, cone pt in the
Tondo Public Schools. 'Y 4-

"Competency Based.Education tnd Articles and Interest." Thrust. Ass0o/i--.
..ation of California School Administrators: 5(2), Novtinbe77TT75.

./

"Education for the real world, dpmPetency Biased Educatron, is the
theme of this issue of Trust," states Leo'St. John 'in the Prefate.
Topics include a discus ion-of assumptions 'underlying CBE, implica-
tions of the contention that -CBE places 'special eifilkasis_gm Intel lac
tual process, and an gyaluatron of qualitative as werP as quantitative*
aspects of education. Suggestions are provided for,inserGise programs
to facilitate 4mplimentationlof CBE'programs..-and for - guiding committees.

4

engaged in formulating competency based graduation requirements;

Dickson, G.E.;0,Saxi, R.W. Partners for-Educational Reforeind Renewal:
Competency BasedtTeacher4ducation, Individually.Gulded Education and. the

-

Multi -Unit School.' Berkeley, California: McCutelkae,pubffil7g, 1973.
4

This book describes a) "comprehqnsive cempetendy.based teacher educe-
t4on model fop broad educational 1-eform-and.renewal."' The model
emelged from work in the. College of Educatton, University of Toledo,
Ohio. ThetCollegeof Education faculty assisted the Toledo diocesan

School-System to develop and i plement a compleency based curricular
.. program. They also wor1ked wi h the Toledo Pu lic Schbols in an invl

dividually guided education ograM.
.

('
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Glick, I.D. Henning,li-.J., and Johnson, J.R. TIE: How to Prevent a

N.
Second.Orthodoxy." gdpcational Technology, August,-1975." ,. ,

.."CBi ha's' tak.en a position,that,Calls for `ejection of .some time -

. honored assumptions in'teathing and a complete overhaul of'class- ._;.!

room practice and curriculum development. To this end CBE'is much -''.

more comprehensive than 'most educational innovations of the past
. decade" (p. 18). From this pbsition the paper caution against

permitting CBE to "becoMe entrencheeiNd rigidified." To prevent
this' it is,suggested.that (a) five "process structures" should be :
Pert of the CBE progranithe.Instruction Team Council, teaching
;earns, Multi- Instructional Congress, transactional leaddrship, and
fleld/action research activities- -and that'(b) five product structures
should be integrated with the process structures--module review; .*

effectiveness research, internal an4 external evaluation, affective
assessment, position papers and student success in the publimend

i
academic market places.

r '.

. . .

,

. /-
--.....

Lawrence, Sister M. "Gearing Up for Curriculum Change: A Chance for
Every Child: Assessing tteds Through Specific Go.4s.". Paper presented

. at the Annuli'. Meeting of the American-Association Lof Colleges for Teacher 4 ..
'0, Education, Pebruari 27, 197'5. ' , . .

41, .

* - The paper presents the ,rationale' for bse-of aCBE model in the Toledo
Diocesan School System, stepsin the implementation, and:theinvolve-,

, ment of the University of Toledo College of Education Competency Based
'' TeacheY Education Program. Additionally, the author describes how

parents, administratow, and faculty were consulted in the development
of currjcmlum guides which' Wene "major tool? in implementing the

'

.

...philosophy of competency based education." (ERle abstract) :-

% ".'.

"--opel'Utz R.T.., and others. "A Comparitive Anal is of Two Modes of 141e-
. men ing Competepcy Based Instruttidnal Systems." Raper prtesented at

,., Amer can Educational Research Association Annual Meeting, Chicago,
April, 191.

. , dr
.

The Toledo Public Schools and the Tolidd Diocesan Schools have both
been involved in the implementation of eompete6cy based instructlonal
systems inkthe past three yeart-.---Eaa-iystem has achievel) implemen-
tation in varying degrees afy by Contrasting methodologi s. The

'objectives of this paper are.to (1) examine the theoreti al frame=
work, the social contexts, the staffing constraints, th inservicingr,
the implementation phases, and the feedback mechanisms of these two
programs; (2) analyze th ;se componeMis as to their simi lari.ty and,.
dissimilarity; noting Rarticblarly their degree of functicinality;
and (3)4ynthesize generalizations potentially appl-ilcable to the
implemetila on of any Competency based, instructional system (ERIC
abstract)
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; , .C a te.gp.ry.' it r :.` \
. corgpetency Bawd 10%truipta,..hbWhy and How , ...

.. -11. -.. 7 - 7 -...\ . ... . ll t
t, , - '1, S*. 4 ). , 't , .i : .iterature reviewed in pievt6aFtdOtions of this bitliOgitaphy suggests

tbat competency based educatiOn includes eAlumber ordef4nIng characteristics'. ''
,`Competency based instruction' remains central aMong these -charaCteristiqfi

.

The documents 4n this settion%provi8e various perSpectivet on Ihe'initeUc-''.: *. ,

tion within 'CBE. - .. !*, r% /., i

, .

The November 1.972 issue fldUcational TechootbRy is devott to-..7' -
v---- competency based education. is pilei-j-On of.arttcles.represents one

of the first nationally visibl tempts to relate the concepts of CBE .
'and $he experiences of CBTg to elementaryind secondarY'curri-dulum,nd .

.- instruction. Henson arguei"for *se rintine of perf9rmanceaised teaching 0:

a term-which is esseKtiOly. equivalent to competency baia instruction), '
:-;

an d against the idea.that accOUntabi44ty -brings pressures that restri,ct .

'

.,

'creative teaching. ' Nagel ar.10.Richzan, prgkenlipAixt on hovf to teach'in. .
e . IP

a competency based manner an why this type 'olrinstruction is preferaile
to either' raditional instruction or'lesserlifforts_gp the road to CBI.

......

. .

IA*4.,
11.

.

"Competency aged EducationY Edutational'Technol3gy.- 12_(11)-,November', 19/
. ` 4 4 .

,
1 ..

.

The articles in thisIssue are devoted to "implications of Competency
Based Education for students, teacheri% adminiArators.4.1 Several .: '.r .

articlesattempt to-generalize the concept bf CBE to the elementary .

and secOndarcurriculum; others provide'Ailosophicaland historicat $ *
background and relate C/PBTE to competencp-based instruction.

Henson, K.T. "Accol.intali+
f

ty and Performan6 Based RrograMs in'Edubation:
e * e

i
Some Pros and Cons." Repr=inted 4Tom Intel] ts Januaryit 1974.

'.
.

. .
This paper presents Performance iaredTeach ng (PBT) in d very

. ----'favorable manner. The author, iuggesti that BT will fail-fn
such argas as addressing affective objectives, challengingthe 3

...

1 gifted student, using local objectives vs. dutsider's,objectives,
and rewarding good teaching. These concerns ails, from the some:-
times punitive natur/kof the accountability movement:-

%
1, . ..

)age], T1.S., and Richman, P.T. Competency Balodelnstruction: A Strategy
V-to Elim(Aate Failure

't
Columbus', Ohio: Charles ,,. Merrili,1972.

.1

r

1

11

....--, ....4., 1" k.

I.- This programmed text is directed to,the classroom teacher.
i.

C41-1

.
is : -,e

discussed in terms offour basic premises: (a) rime should,v4ry .

while achievement is held constant; tb) entrance- requyements are
relatively unimportant while_exit requirements shcru.i be stressed; '...

(p) instructional' objects e shouldlie provided to the learner
prior to instruction; ( instruction'should br personaliked. -'

....
''.

- 1

et 1

1 8

g08



-:cfk

' Category IV:41

Coinpetency/PerfOrmance Baied Teacher Education

A comprehensive bibliography on COTE louldave literally hundreds,
of*referencesl. Thedocuments referenced in this section prov de current.
overviews in the area of CBTE, good bibliographic resources, or both,

.- :and which have elements relited to CBE.
-

_

'(-- ,Phi,Deltekappan, ..inuary, 1974 containsa number of 'tie
laied to various issues 'concerning CBTE: '4lthough someorthe'authors,

. are also-found in' the Hqvatanigak, other articles suggest additional'
"and complementary perspeclives. Themipage'and-Winne monograph in-the
1975 NSSE Yearbook is a recent stae-of-the-art statement on CBTEwhich

. delineates central problems,and.issues.in this area:. :The Houston book. r

provides. the most comprehensive compilation o1 Wore is CBTE
hdlistoh previously authored several.documents from the Kulti-State,dbp-

-sortium on Teacher Education which his sponsored extensive, study of -

C/P81`E. His book consists'Of papers'reviewing research findings.and-
thinking in this area, which are written by prominent practitioners,
theOrists and researchert. It contarns a bibliograph cqmplete -to 1974.
Nix'has edited a categorized:annotated biblidgraphy o iterature for
use in considering issua5.4p competency /,performance b sed teachercerti-
fication. Some of the docuTpets are unpublished dedc lotions of,pro.grams,
-primarily in the Southeastf'

.

Phi Delta Karmen, 55 (5); January 1974.
'':. - -4(

.

.

.- Ar -

v-
...-

)

' Articles in thPs issue discuss whither, /PBTE has or willfilfill

i
ehe.expettations for it; the resu4ti'o state mandates, meaure-
pent issues, and fOcus of C/PBTE progra s on affective skills.,

,

6 Several of the authors also appear in W,RHouston (ed.) Explortng -

Competency Based Education: .:
'r

,
. ... . ....

t.

e.........N Gage,.N.L., and Winni, _LH. "'Performance.Based,Teacher Education."
Teacher Education: Theleventy-fou'rth Yearbook of the National
Society for thp'Study of.Education., Part II. Kevin Ryan, Ed. Chicago:
NSSE: 1975 1 .

.

f",

0; f R't This article ,provides state-o,-t.e-art-overview of MITE:including
references current'i0 1975. Following brief sections on definition. -*

Allind history of PBTEwseveral,pagA*Oie devoted to information and .

discusiion 9n, four Issues the authors have identified as the central'
probl4mi: 94 'the huthanistic criticisms of PBTE; (b1 the'relationT
ship between,teachers' performances and-student achievement; (c) the

' trainability of deiirable leacher behaviors;' and (d) the/ costs in-
curred in developing and installing PBTE-programs"'(p. 151). The
find Section Considers !'the two kinlis.of assessment problems that
.arise in PBTE: Those of monitoring :the performance of trainees at
they moWthrough .the PBTE program, and those of assessing the
-quality of the PBTE:pfetraM itself"'(p. 165).

1,
',Houstint ed: Exploring Com eten Based Education. Berkeley:
McCutchan Publishing, 97 .

e
This 'book 'is both edomprehensive and authoritative compilation tf
literature on CBTE,'Including a 700=i em bibliography current 'to

09 ;
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. early 1974, An excerpt fromicihe ERIC abstract describes the content:
"Analipica.1 examinations are Oreiented by advocates and c itict in the
field., Rart 1, entitled,,T6e Essence of the Appr6ach,' xprores the

Albsis 4eningofsCBE'giving several definitions, tracing the psychologi-
4161 and theoreiical bases, speculating on several misconceptions about
the movement, and examining inctividualized and humanised education.,
Part 2, entitledCritics) and Advocates''Appraisal, evaluates basic
conceptsof CBE, Part 3, entitled 'Models for Competency Identification,'
describes several models for identifying competency, in-oluding -a process; - '.7,

from alternative models of teaching. a,model of professiohalism,and-a
etask analysis of teaching and,the judgments of-classroom teachers and

supervisors in, specifying the competencies. Part 4, entitled 'Competency
Evaluation,' considers the basic dimensions, of assessment-and evaluation A

for student achievement and program effectiveness. Part S entitled .

'Changing American Education,' examines fundamental notions of the
.ok

° institutional change process. , ,

f. .

,Nix, J.p., Compiler. Performance Based Certification: A Selected
AnnlotatecHlibliography. ED 103391, March 14,41575.

111*

This annotated bibliography cites information helpful in obtaining
an overNw of (a) issues and problems .i.,n performance certification,
(b) current developmental eff its by states in performance-based
certification, arid (c)-alte ative roles state agencies might assume

`----..1-./-in planning, developing, and implementing a performance-based certi-
fication program. it also ontains technical' information concerning
reaearcH on'teaching compe encies and approaches to assessing them.
The bibliography is divid d into the following seven chapters: (a)

.
Bibliographies on Compet ncy, Based Teacher Education.and Performance - .
Based Teacher Certif' ion; (b) Teacher Education: State're the Art;
(c) Competency sed Education and Performance Based Certification: -

A'Survey of e States; (d) Teacher Competencies: Lists of Behaviors;
4 (e) Review Research on Validated Teacher Competencies; (f) Assessment

of Competencies, and (g) State Agency Roles in Planning, Developing and
Implementing Competency Based Teacher Educition and Performance Based
Certification. All documents included are piost-1570, (ERIC abstracii
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